University of Massachusetts Amherst

ScholarWorks@UMass Amherst
Doctoral Dissertations

Dissertations and Theses

December 2020

How Does Burnout and Self-Efficacy Effect Teacher's Perspectives
and Implementation Status of Evidence Based Behavior
Management Practices?
Autumn Jillson
University of Massachusetts Amherst

Follow this and additional works at: https://scholarworks.umass.edu/dissertations_2
Part of the Educational Psychology Commons

Recommended Citation
Jillson, Autumn, "How Does Burnout and Self-Efficacy Effect Teacher's Perspectives and Implementation
Status of Evidence Based Behavior Management Practices?" (2020). Doctoral Dissertations. 2033.
https://doi.org/10.7275/18052972 https://scholarworks.umass.edu/dissertations_2/2033

This Open Access Dissertation is brought to you for free and open access by the Dissertations and Theses at
ScholarWorks@UMass Amherst. It has been accepted for inclusion in Doctoral Dissertations by an authorized
administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.

HOW DOES BURNOUT AND SELF-EFFICACY EFFECT TEACHER’S
PERSPECTIVES AND IMPLEMENTATION STATUS OF EVIDENCE-BASED
BEHAVIOR MANAGEMENT PRACTICES?

A Dissertation Presented
By
AUTUMN JILLSON

Submitted to the Graduate School of the
University of Massachusetts Amherst in partial fulfillment
of the requirements for the degree of

DOCTOR OF PHILOSOPHY

September 2020

College of Education

© Copyright by Autumn Jillson 2020
All Rights Reserved

HOW DOES BURNOUT AND SELF-EFFICACY EFFECT TEACHER’S
PERSPECTIVES AND IMPLEMENTATION STATUS OF EVIDENCE-BASED
BEHAVIOR MANAGEMENT PRACTICES?

A Dissertation Presented
By
AUTUMN JILLSON

Approved as to style and content by:

___________________________________________
Sarah A. Fefer, Chair

___________________________________________
Sara Whitcomb, Member

___________________________________________
Christopher Martell, Member

___________________________________________
Jennifer Randall
Associate Dean of Academic Affairs
College of Education

DEDICATION
This dissertation is dedicated to three women who through their love and their
loss, have inspired me beyond words, pushed me to become the woman I am today, and
continue to guide the woman I aim to become. To my grandmother, Beverly Johnson, I
thank her for her endless joy, her baking lessons, and her belief in me. She was a
kindergarten teacher for twenty years, and she loved and valued children tremendously.
To my dear friend, Ashley Sims, I thank her for her spunk, her fire, and our adventures.
Ashley became a friend to me when I most needed one. She instantly and wholly
accepted me. To the best mother in-law in the world, Alma Rose Jillson, I thank her for
her spiritual guidance, for showing me how important play is, and for introducing me to
some of my most favorite things in this life such as tulsi tea, and winter solstice
celebrations. Most of all, I thank Alma for her son and the beautiful life we get to live
together. These women have each given me the greatest gift of unconditional love. I have
called on their energies often throughout this dissertation process, and know I would not
be completing this major accomplishment without their influence in my life

ACKNOWLEDGEMENTS
First and foremost, I would like to express my gratitude to the schools and
teachers who participated in this study. Thank you for volunteering your time,
contributing your thoughtful perspectives, and for trusting me in this process.
Secondly, I would like to thank my dissertation committee for their time,
encouragement, and support. To Dr. Martell, thank you for taking a chance on an
unfamiliar graduate student, for your thoughtful feedback, and for your kind words. Your
perspective has been greatly appreciated. To Dr. Whitcomb, thank you for your guidance
throughout my graduate education, and your support with this project. You have always
been a source of knowledge, positivity, and calm that I knew I could access when I
needed to. To my dissertation chair and academic advisor Dr. Fefer, words cannot
adequately express my gratitude for the role you have played in my training, my career,
and with this project. During my first year of graduate training, your teaching style,
knowledge, and enthusiasm for research inspired me to pursue my doctorate. My path to
completion of this project and degree held many unexpected challenges, and it was
because of your endless positivity, patience, and support that I actually believed this
accomplishment was possible. You have been an incredible mentor who has gone above
and beyond in support of both my professional and personal life. I cannot thank you
enough.
Finally, I want to express my deep gratitude to all my friends and family
members who have supported me along this journey. To my cohort members, I could not
have asked for a better group of women to learn and struggle with. To Len Huber, thank
you for taking me on as your intern, for training me, and for becoming my friend. To

v

Katherine and Rachel, thank you for always believing in me, and reminding me this was
possible. To my mother Jean, thank you for being my first educator and instilling in me a
drive to learn. To my siblings, Alden, Ryan, Evan, Ember, and Wesley, thank you for
everything you have taught me and for toughening me up! To my Jillson family (Lena,
Ben, Sam, Danielle, Stef, and Grey), thank you for embracing, encouraging, and
believing in me. Lastly, I owe my deepest gratitude to my husband Alec. I know this
journey has been long, and I could not have done it without you. You have fed me
(without which I probably would have starved), comforted me, and stood by me. You
never held it against me all the time that I devoted to my education, training, and writing
of this project. Words cannot describe how grateful I am for your unending love and
support. I am so excited to be able to support you on as you begin your own journey to
become an educator.

vi

ABSTRACT
HOW DOES BURNOUT AND SELF-EFFICACY EFFECT TEACHER’S
PERSPECTIVES AND IMPLEMENTATION OF EVIDENCE-BASED BEHAVIOR
MANAGEMENT PRACTICES?
SEPTEMBER 2020
AUTUMN L. JILLSON, B.A., UNIVERSITY OF CONNECTICUT
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST
Ph.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Sarah A. Fefer
Globally, school systems are struggling with the consequences of teacher burnout
(Aloe, Amo et al., 2014). Student behavior has been consistently identified as one of the
greatest stressor’s teachers deal with and is a significant predictor of burnout
development (Chang, 2013). For the prevention and management of behavioral
challenges, it is essential that teachers use evidence-based practices. However, research
indicates that classroom management practices are frequently not implemented with
sufficient implementation fidelity to be effective, even with didactic training by
consultants (Briere et al., 2015). Burnout and self-efficacy are constructs that are rarely
incorporated into the understanding of implementation efforts and barriers. The purpose
of this mixed-methods study was to evaluate if there is a relationship between teacher
experienced levels of burnout and self-efficacy, and the self-reported implementation
status and perceived importance of evidence-based behavior management practices.
Teachers (N = 64) completed measures of burnout and self-efficacy and rated 27 critical
evidence-based classroom management practices on perceived importance to teaching
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and status of implementation. A subset of participants (N = 11) were interviewed on their
thoughts and experiences related to burnout, self-efficacy, and classroom management.
The results showed that classroom management self-efficacy significantly predicted
implementation status, and none of the variables were significant predictors of perceived
importance. Qualitatively, teachers identified 24 themes and 14 subthemes. A
predominant idea from the qualitative findings showed that teachers need support with
behavior management, and this can come in many forms such as enhancing administrator
support, parent and community support, teacher appreciation, or providing professional
development. Through providing this support to teachers’ schools can help reduce their
experienced stress, support self-efficacy development, and potentially help prevent the
development of burnout. Findings lead to several suggestions for future research.
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CHAPTER I
INTRODUCTION, BACKGROUND, AND PURPOSE
Teaching is a tremendously important occupation. Teachers are entrusted with the
academic, social, and emotional development of our youth. This can be a highly
rewarding and fulfilling job, yet it is also one filled with many demands and challenges.
Unfortunately, the challenges of teaching are driving many teachers to leave the
profession. According to the National Commission on Teaching and America’s Future,
over the last fifteen years, the teacher attrition rate has risen by 50% (Carrol, 2006).
There are different factors that are important to the study of teacher turnover. Of
particular interest in this study are the variables of burnout, self-efficacy, and classroom
management. Teachers with high levels of burnout and or low levels of self-efficacy have
been identified as more likely to leave the career field (Goddard & Goddard, 2006; Hong,
2012; Lee & Ashforth, 1996). In addition, managing student behavior or what is often
broadly called classroom management, is one of the most significant stressors teachers
deal with, and has been shown to directly affect burnout development (McCormick &
Barnett, 2011). Therefore, the goal of this study was to further understand the relationship
between burnout, self-efficacy, and classroom management. More specifically this study
explored how the variables of burnout and self-efficacy are associated with teacher’s
willingness to engage in evidence-based student behavior management practices.
Job Burnout
The study of job burnout originated in the 1970’s and is attributed to the work of
both Herbert Freudenberger and Christina Maslach. Freudenberger identified a stage of
fatigue or exhaustion that resulted from professional relationships that did not produce
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the expected reward or benefit (Freudenberger, 1975). Whereas Maslach defined burnout
as, “an erosion of engagement, that what started out as important, meaningful, and
challenging work becomes unpleasant, unfulfilling, and meaningless” (Maslach et al.,
2001, p. 416). Today, burnout is known as a syndrome that develops from chronic stress
and leads to a variety of negative feelings and outcomes for individuals (Blasé, 1982;
Blazer, 2010). The burnout syndrome is comprised of three dimensions; emotional
exhaustion, depersonalization, and lowered personal accomplishment (Maslach, 1976).
The three dimensions of burnout are considered to be interconnected; however, they are
recognized as independent components. These three components often appear at different
times and with varying levels of severity (Kokkinos, 2007). Any individual can
experience job burnout, and it has been studied in many fields, however, burnout
primarily tends to occur in work environments that have highly demanding social
interactions such as employees working in health care, social services, or education
(Arens & Morin, 2016).
Job Burnout in Teachers
Teachers have been identified as having one of the highest rates of job burnout
(Maslach et al., 1996). Burnout in teachers is defined as a chronic multidimensional
negative disposition towards teaching and working in a school that is a result of chronic
stress and lack of effective coping strategies (Fernet et al., 2012). Maslach et al. (1996)
reported that teachers tend to have slightly higher self-reports of emotional exhaustion,
depersonalization, and a lower sense of personal accomplishment relative to workers in
other human service fields. Burnout experienced by teachers is not only a concern in the
United States but is considered a global concern. In reviewing previous literature, Aloe,
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Amo, and Shanahan (2014) identified 12 other countries that have examined the
relationship between burnout and variables in education. It is estimated that between 530% of teachers show distinct symptoms of burnout at any given time (Hakanen et al.,
2006). However, accurate estimates on the prevalence of burnout are difficult to establish
due to the lack of a standard criteria. Rather, more specific estimates exist on the number
of teachers who experience high levels of stress. A recent study by Herman, Hickman
Rosa, and Reinke (2018) examined patterns of elementary school teacher’s adjustment (N
= 121) based on measures of teacher stress, burnout, coping, and self-efficacy. They
found that 93% of the teachers were identified as experiencing high levels of stress, while
only 7% were identified as low stress and well adjusted.
Self-Efficacy
An additional important factor for understanding teacher stress, and subsequent
burnout is the construct of self-efficacy. Bandura (1997) first defined self-efficacy as
“beliefs in one’s capabilities to organize and execute the courses of action required to
produce given attainments” (p. 3). Teacher self-efficacy is then understood as “teacher’s
belief or conviction that they can influence how well students learn, even those who may
be difficult or unmotivated” (Guskey & Passaro, 1994, p. 4). Self-efficacy is rooted in
Social Cognitive Theory (Bandura & Walters, 1977; Rotter, 1960) and is considered a
malleable teacher characteristic that can be altered through cognitive restructuring and
increased mastery experiences (Bandura, 1997). Teacher self-efficacy has been shown to
predict a number of variables such as student achievement and motivation (Caprara et al.,
2006; Guo et al., 2012; Ross, 1992), teachers’ adoption of innovations (Guskey, 1987),
the type of instruction teachers engage in (Gibson & Dembo, 1984), teachers referral
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decisions for special education (Podell & Soodak, 1993), teachers’ commitment to their
profession (Coldarci, 1992), and teacher stress and burnout (Schwarzer & Hallum, 2008).
In terms of the relationship between self-efficacy and burnout, Chwalisz,
Altmaier, and Russel (1992) demonstrated a direct relationship and found that teachers
who reported lower levels of self-efficacy in turn reported higher levels of burnout. In
another study of 1,203 teachers, job stress was found to significantly mediate the
relationship between self-efficacy and burnout (Schwarzer & Hallum, 2008). In other
words, self-efficacy was found to predict job stress, which in turn predicted burnout
development. It has been demonstrated that doubts about self-efficacy can trigger the
burnout process and vice versa, that high levels of self-efficacy can be a preventative to
burnout development (Brouwers & Tomic, 2000).
In terms of classroom management, more research exists on the connection
between self-efficacy and classroom management than with burnout and classroom
management. Of particular interest to this study is the idea that self-efficacy influences
teachers’ adoptions of innovations and the type of instruction teachers engage in. Guskey
(1987) showed that teachers with higher levels of self-efficacy were more receptive to
implementing new instructional practices. Thus, it can be assumed that teachers with
higher levels of self-efficacy and consequent lower burnout are more open to adopting
new strategies to address areas such as challenging student behavior, and those with
lower self-efficacy and consequent higher burnout have more difficulty or resistance to
adopting new instructional practices. Reinke, Herman, and Stormont (2013) have also
demonstrated that lower implementation of evidence-based behavior management
practices is associated with higher levels of burnout specifically emotional exhaustion,
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and self-efficacy. However, there is still a question of how burnout influences the
perceived importance of evidence-based classroom management practices.
Classroom Management
Challenging student behavior is one of the leading and most significant stressors
teachers face and has been found to be directly associated with burnout (McCormick &
Barnett, 2011). Thus, prevention of burnout due to this significant stressor can be
understood through the lens of enabling teachers to more successfully manage their
student’s behavior and develop effective classroom management. Schools have used
many strategies to assist teachers in managing behavior. Such strategies include
professional development, coaching, behavioral consultation (Briere et al., 2015; Reinke
et al., 2014), and through program wide initiatives such as Positive Behavior Supports in
Schools (PBIS; Sugai & Horner, 2002). For the prevention and management of
behavioral challenges, it is critical that teachers use evidence-based practices (Stormont
et al., 2011). However, research indicates that classroom management practices are
frequently not implemented with sufficient fidelity needed be effective (Briere et al.,
2015), even with didactic training by consultants (Noell & Gansle, 2014). Due to this
identified difficulty, many researchers have explored interventions and strategies to assist
teachers in implementing evidence-based practices in their classroom. However, there has
been a lack of focus on addressing burnout and self-efficacy in terms of assisting teachers
with implementation or easing barriers to implementation.
The Problem
Globally, school systems are struggling with the consequences of teacher burnout
(Aloe, Shisler et al., 2014; Blazer, 2010; Durr, 2008). Teacher burnout is a phenomenon
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that has negative effects for students, teachers, and school systems (Arens & Morin,
2016; Klusmann et al., 2016; Leukens et al., 2004). Educators have highly stressful jobs
with many demands placed on them (Herman et al., 2018; Montgomery & Rupp, 2005),
and student behavior has been consistently identified as one of the greatest stressor’s
teachers face (Chang, 2013; Friedman, 1995; Blasé, 1982). Even when interventions are
put in place to support management of student behavior, there are often teachers who
struggle with this aspect of their job (Briere et al., 2015; Noell & Gansle, 2014). As
evidenced above, managing student behavior is very important in protecting teachers
from burnout, increasing self-efficacy, and reducing the negative outcomes associated
with burnout for teachers, students, and schools. Research on barriers to implementation
of evidence-based behavior management practices have rarely incorporated the constructs
of burnout, and self-efficacy in their understanding. Thus, it remains unknown how
burnout and self-efficacy influence teacher’s perceptions of evidence-based-practices, or
how this may influence subsequent implementation.
The Current Study
The purpose of this study was to evaluate whether there is a relationship between
teacher reported levels of burnout, and self-efficacy, and their implementation status and
perceived importance of evidence-based behavior management practices. The study of
burnout was examined at the subscale level, as it is not recommended by researchers to
use a total score (Maslach et al., 1996). Emotional exhaustion was the primary
component examined as it has been identified as the central component of burnout
(Maslach et al., 2001). Through examining and understanding this relationship, the
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results provide implications for future practices focused on supporting teachers in
managing student behavior, and future research.
This mixed-methods research study included quantitative data via a survey
administered in one school district at one time point. The survey included one measure of
burnout, and one measure of self-efficacy. In addition, participants were asked to rate 27
evidence-based practices for managing student behavior on their status of
implementation, and on their perceived importance of the practices to their teaching.
Lastly, a subset of participants were interviewed to gather qualitative data on the
relationship between burnout, self-efficacy, and classroom management. The following
research questions were examined:
Q1. To what extent, if any, is the primary component of teacher burnout,
emotional exhaustion, associated with the implementation status of 27 evidence-based
behavior management practices?
H1. It was hypothesized that high levels of emotional exhaustion would be
associated with a lower status of implementation. Previous research has shown that
teachers with high emotional exhaustion demonstrated lower implementation of
evidence-based classroom management practices (Reinke et al., 2013). In addition, it has
been demonstrated that teachers who are highly stressed by student behavior are more
vulnerable to negative emotions and are more likely to react emotionally to students
challenging behavior (Clunies-Ross et al., 2008), rather than addressing the behavior
through proactive evidence-based strategies.
Q2. To what extent, if any, is teacher self-efficacy associated with the
implementation status of 27 evidence-based behavior management practices?
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H2. It was hypothesized that teachers with high self-efficacy would also
demonstrate a high level of implementation status. This is based on previous literature
that showed that teachers who demonstrated higher levels of implementation of
classroom management practices rated themselves as more efficacious than those who
demonstrated low levels of implementation (Reinke et al., 2013).
Q3. Does self-efficacy moderate the strength of the relationship between
emotional exhaustion and the implementation status of 27 evidence-based behavior
management practices?
H3. It was hypothesized that self-efficacy would moderate the strength of the
relationship. This is again due to the direct relationship identified between the variables
of self-efficacy and burnout (Schwarzer & Hallum, 2008), along with previous research
showing that that implementation of evidence-based practices has been shown to vary in
relation to self-reported levels of self-efficacy and burnout (Reinke et al., 2013).
Q4. To what extent, if any, is the primary component of teacher burnout,
emotional exhaustion, associated with the perceived importance of 27 evidence-based
behavior management practices?
H4. It was hypothesized that higher levels of burnout would be associated with
lower perceptions of importance. This is due to previous literature that has demonstrated
a relationship between burnout and attitudes towards novel instructional practices, and
that teachers who are burned out held more negative beliefs about the intervention (Evers
et al., 2002).
Q5. To what extent, if any, is teacher self-efficacy associated with the perceived
importance of 27 evidence-based behavior management practices?
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H5. It was hypothesized that lower levels of self-efficacy would be associated
with lower perceptions of importance. This is due to previous research that has
demonstrated a relationship between teacher self-efficacy and attitudes of importance
towards a novel intervention, where teachers with high self-efficacy perceived the
intervention as more important than teachers with low self-efficacy (Guskey, 1987).
Q6. What themes do teachers discuss related to the relationship between burnout,
self-efficacy, and implementation of classroom management practices?
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CHAPTER II
REVIEW OF THE LITERATURE
Overview
The study of teacher self-efficacy, burnout, and student behavior management is a
very important topic in today’s schools. Many schools are facing challenges with teacher
stress, burnout, and ultimately teacher attrition (Carrol, 2007). Stress, burnout, and selfefficacy are well established constructs in the literature that are connected and found to
influence each other. Teachers are not only tasked with student academic learning, but
they are tasked with supporting student social, emotional, and behavioral well-being as
well. One of the biggest stressor’s teachers report they deal with daily is challenging
student behavior (McCormick & Barnett, 2011). There are many strategies schools
implement to address challenging behavior and support teachers in this area; however,
even when teachers are provided with resources and training, there are often teachers who
still struggle with behavior management (Briere et al., 2015). Many factors have been
examined in order to understand difficulties with behavior management and
implementation of interventions. Yet, examining how burnout and self-efficacy are tied
to implementation is a needed area of additional research.
The present study aims to understand how teacher self-efficacy and burnout are
associated with classroom behavior management. Specifically, the goal is to understand
the relationship of self-efficacy and burnout on the outcome variables of perceived
importance and implementation of evidence-based behavior management practices in the
classroom. Understanding if burnout and self-efficacy are significantly related to these
outcomes can help shape how schools address teachers’ challenges in this area.
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In order to understand the importance of this study along with the methodology
and variables selected, this chapter will provide a comprehensive review of the relevant
literature. This review will specifically cover the theoretical background, measurement
practices, and current findings in the areas of teacher self-efficacy, teacher burnout, and
student behavior management.
Self-Efficacy
Overview and Theoretical Foundation
The concept of self-efficacy is central to Bandura’s (1977) Social Cognitive
framework. He defined self-efficacy as “beliefs in one’s capabilities to organize and
execute the course of action required to produce given attainments” (p. 3). Bandura
expanded on the current understandings of human behavior in the 1960’s and 1970’s, and
proposed the idea of reciprocal determinism (Bandura, 1978). This idea rejected the
conceptualizations that behavior could be explained solely through the environment
(strict behaviorism), through biology, or through internal processes (psychodynamic
theory; i.e. subconscious desires or needs). Rather, he proposed that cognitive processes,
behavior, and the environment continuously interact and influence each learning process,
and shape future behavior (Bandura, 1977). Social Cognitive Theory assumes that people
are capable of human agency, that is they are capable of intentionally pursuing a course
of action.
According to Bandura (1994), there are four sources that contribute to the
development of self-efficacy: mastery experiences, vicarious experiences, verbal
persuasion, and somatic and emotional states. Through these four sources, self-efficacy
beliefs are thought to then influence human functioning through four mediating
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processes. Specifically, they influence: (1) the goals people set for themselves and the
strategies they use to attain them, (2) the motivation and the ability to persist in the face
of obstacles, (3) how people feel when they attempt to reach their goals, and (4) the
situations people select in terms of challenge (Bandura, 1997; Brouwers & Tomic, 2000).
Bandura (1986) proposed two types of efficacy: efficacy expectation (i.e., selfefficacy) and outcome expectancy. Efficacy expectation is considered a person’s belief
that they are able to complete the actions necessary to perform a task. Outcome
expectancy is considered the persons estimate of the outcome of performing the action at
the expected level of competence (Bandura, 1986). Bandura proposed that these two
concepts were distinct from each other because someone could believe that certain
behaviors could produce certain outcomes, but may not believe that they are capable of
completing the necessary set of actions. Bandura (1977) suggested that for thought to turn
into action, people need to believe they can accomplish the action. Without this belief
there would be little motivation to act. Self-efficacy judgements are thought to determine
how someone will respond or cope given a certain situation or stressor, how much effort
they will give, and how long they will persist in the face of obstacles (Bandura 1982).
Rotter’s work (1966) broadens that done by Bandura and developed a Social
Learning Theory regarding Locus of Control. The Locus of Control Theory suggests that
the effect of a behavior depends upon whether a person perceives an outcome as
occurring as a result of their behavior. Rotter suggested that an individual’s performance
differs in situations depending on whether they perceive it as determined by skill or by
chance. Rotter (1966) stated that, “[T]he individual who has a strong belief that he can
control his own destiny is likely to (a) be more alert to those aspects of the environment
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which provide useful information for his future behavior; (b) take steps to improve his
environmental condition; (c) place greater value on skill or achievement reinforcements
and be generally more concerned with his ability, particularly his failures; and (d) be
resistive to subtle attempts to influence him” (p. 25). In terms of teaching, teachers with
more intrinsic locus of control believe they have the capacity to affect their student’s
development (Armor et al., 1976; Hoy & Woolfolk, 1993). Whereas teachers who believe
the outside environmental factors are more influential on student outcomes demonstrate
an extrinsic locus of control, and a more limited belief about their ability to influence
their students (Brouwers & Tomic, 2000). Taken together, Bandura and Rotter’s theories
suggest the important role of self-efficacy in predicting and shaping behavior. Therefore,
understanding the relationship between self-efficacy and teacher functioning has been a
topic of extensive research in education.
The construct of teacher self-efficacy has been defined as a teachers' belief or
conviction that they can influence how well students learn, even those who may be
difficult or unmotivated (Guskey & Passaro, 1994, p. 4). Teacher self-efficacy has
garnered a lot of attention and focus in the literature due to the number of positive and
negative outcomes that have been identified to be associated with this construct. This
construct at its core is tied to teacher effectiveness and what allows teachers to be
successful and facilitate the best student outcomes. It also provides a lens through which
to understand teacher behavior and subsequent behavior change. In order to understand
the importance of self-efficacy within this study, three lines of research will be reviewed.
First, measurement practices will be discussed in order to identify notable issues in
burnout research and to provide a rationale for the self-efficacy measurement utilized in
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this study. Second, the development of self-efficacy will be reviewed in order to
understand how self-efficacy may be targeted. Lastly, the importance of self-efficacy will
be reviewed by identifying significant outcomes associated with special attention paid to
the relationship between self-efficacy and burnout.
Self-Efficacy Measurement Practices
There have been many attempts to measure the construct of teacher self-efficacy
and to identify potential associated variables. Historically there have been some notable
issues and inconsistencies in the measurement of self-efficacy, which indicates that some
caution is necessary when interpreting the results of past research. Measurement practices
have been primarily influenced by Rotter’s and Bandura’s theories; however, these
theories have been interpreted and subsequently measured in many different ways. In this
section, the strengths and weaknesses of the measurement practices will be discussed
which will culminate with the rationale behind the measure chosen for this current study.
The most notable early study in the area of teacher self-efficacy was grounded in
Rotter’s (1966) Locus of Control Theory and was conducted by The Research and
Development Corporation (RAND; Armor et al., 1976). In this study of 20 schools in
California, school and teacher level factors were assessed in relation to reading gains
across the sixth-grade year. The questionnaire included two statements that assessed
teacher’s perceptions over the control of outcomes: (a) “When it comes right down to it, a
teacher really can’t do much because most of a student’s motivation and performance
depend on his or her home environment” and (b) “If I really try hard, I can get through to
even the most difficult and unmotivated students.” The sum of the two items was labeled
teacher efficacy with the researchers defining teacher efficacy as the extent to which
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teachers perceived their control of an outcome to be within their power (internal) or
outside of their power (external). The first question has since been described as
measuring general teaching efficacy, and the second has been described as measuring
more specifically personal teaching efficacy (Tschannen-Moran & Woolfolk Hoy, 2001).
Findings from the study showed that teachers’ belief in their own capabilities were
significantly associated with teacher’s success in teaching reading (Armor et al., 1976). A
subsequent study by RAND found that teacher efficacy (N = 1072) was a strong predictor
of teachers continuing to implement federally funded projects supporting educational
change after funding had ended (Berman et al., 1977).
Following the success of the RAND studies, researchers aimed to expand this line
of research. One of the major concerns at the time was the reliability of the two-item
measure. A few scales following the Locus of Control Theory were developed such as the
Responsibility for Student Achievement (Guskey, 1981), Teacher Locus of Control (Rose
& Medway, 1981), and The Webb Scale (Ashton et al., 1982) but they never received
wide acceptance or demonstrated utility (Tschannen-Moran & Woolfolk Hoy, 2001).
Gibson and Dembo (1984) aimed to create an empirically valid and reliable measure that
built upon the RAND studies, and thus developed a 30-item measure in which 208
teachers completed. After factor analysis, 16 items were kept and a two-factor structure
was found (Gibson & Dembo 1984; Henson, 2001; Tschannen-Moran & Woolfolk Hoy,
2001). Gibson and Dembo (1984) claimed that the two-factor structure aligned with
Bandura’s Social Cognitive Theory and represented the two forms of expectancies:
efficacy expectation (i.e., self-efficacy) and outcome expectancy. They believed the first
factor represented personal teaching efficacy, and the second represented general
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teaching efficacy (outcome expectancy), similar to the RAND corporation’s labels.
Through their multitrait-multimethod construct validity study (N=55 teachers), the
Teacher Efficacy Scale (TES) was created. This measure became the standard measure of
self-efficacy (Tschannen-Moran & Woolfolk Hoy, 2001).
As teacher efficacy research continued to expand, some questions and critiques
rose around the TES. One significant critique came from Guskey and Passaro (1994) who
examined the construct of self-efficacy through surveying 342 teachers. They
administered the 16 items from Gibson and Dembo (1984) and added three items. The
results of their study were consistent with previous studies in that two distinct efficacy
dimensions were supported. However, the study did not find that teachers differentiated
between their personal ability and teacher’s ability in general, instead they found the
differences to more accurately reflect internal versus external control similar to the Locus
of Control Theory. In additional studies, Hoy and Woolfok (1993) found inconsistencies
with which items loaded on to which factors, and Coldarci and Fink (1995) found limited
evidence for discriminant validity between the personal teaching efficacy dimension and
the general teaching efficacy dimension. In summary, concerns were identified related to
the meaning of the two factors and the instability of the factor structure. These findings
pointed to foundational theoretical issues in the measurement of self-efficacy (Henson,
2001). This makes sense as the original RAND studies were founded on the Locus of
Control Theory and were later interpreted to represent Bandura’s social cognitive theory
in the TES. The presence of this duality in the theoretical underpinnings of the standard
measure of self-efficacy has thus made it difficult for researchers to clarify the construct.
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An additional concern in the measurement of teacher self-efficacy is with the
optimal level of specificity. Self-efficacy measures are the most predictive of future
behaviors when the measures are narrowly defined, but generalizability decreases with
increased specificity (Klassen et al., 2011). Bandura (1997, 2001) noted that teachers’
perceived self-efficacy is not necessarily uniform across the many different tasks or
subjects teachers take on and recommended that measures include various levels of task
demands. Bandura created a 30-item instrument (undated) that included seven subscales,
however there is no reliability or validity data available for this measurement.
In an effort to address the concerns and difficulties noted with teacher selfefficacy research, Tschannen-Moran and Woolfolk Hoy (2001) developed a new
instrument, the Ohio State Teacher Efficacy Scale (OSTES). This measure was examined
in three separate studies. In their third study, both preservice and in-service teachers
completed the measure (N = 410). The final instrument included two forms, a long form
with 24 items, and a short form with 12 items, both of which demonstrated acceptable
reliability and validity. A three-factor structure was found which included efficacy for
instructional strategies, efficacy for classroom management, and efficacy for student
engagement. This instrument has since been titled the Teacher Sense of Efficacy Scale,
and is the measure selected for this present study (Tschannen-Moran & Woolfolk Hoy,
2001). This measure has been found to demonstrate strong psychometric properties and
addresses many of the noted concerns previously discussed in the measurement of teacher
self-efficacy. A thorough review of the psychometric properties of this measure can be
found in Chapter III.
Factors Influencing Teacher Self-Efficacy Development
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Self-efficacy is a malleable characteristic that can change over time and is
continually influenced by the environment, experiences, and cognitive processes
(Bandura, 1977). Thus, the development of teacher self-efficacy is non-linear, domain
specific, and can change from teacher to teacher. In a review of teacher self-efficacy
research between 1998-2009 that included 218 empirical articles, it was reported that
understanding the sources of teacher self-efficacy has been an overall weakness in this
body of research (Klassen et al., 2011). Despite this weakness, this section will review
and discuss the factors that have been identified to influence teacher self-efficacy. This
review will begin with discussing research that has explored contributors to self-efficacy
through the theoretical foundations established by Bandura and Rotter. Next, contextual
factors, and individual level factors will be discussed. This review is important in
identifying and understanding the ways in which self-efficacy can potentially be
influenced and targeted.
The first variable of interest contributing to teacher self-efficacy is mastery
experiences. Mastery experiences are considered to be very powerful influencers of selfefficacy beliefs (Bandura, 1977). When teachers experience success, or successfully
navigate a challenge that they attribute to their own actions, they are more likely to
increase their beliefs about their own abilities. Tschannen-Moran and McMaster (2009)
conducted a quasi-experimental study that examined the effects of three sources of selfefficacy as outlined by Bandura (1997) in the Social Cognitive Theory. They examined
the effect of verbal persuasion, vicarious experiences, and mastery experiences on
teachers’ self-efficacy development with a reading intervention through the use of four
different professional development methods. Teachers (N = 93) across nine schools were

18

randomly placed into one of four treatment groups of professional development. The first
format included verbal persuasion with information shared about the intervention, the
second included verbal persuasion and vicarious experiences by adding demonstrations to
the information, the third format added on to the first two and included a mastery
experience component with practice opportunities, and the fourth format added on to the
first three and included coaching and feedback. The results showed that with all formats
of professional development teachers’ self-efficacy increased. However, teachers in the
fourth format not only increased their self-efficacy beliefs, but also their actual
implementation of the intervention. Thus, this study provided support for mastery
experiences being the most powerful indicator of self-efficacy development over verbal
persuasion and vicarious experiences. A meta-analysis of 26 studies further supported the
importance of mastery experiences by examining the effect size of the relationship
between mastery experiences and teacher self-efficacy (Ahmad et al., 2017). Overall,
mastery experiences supported self-efficacy development and the effect sizes were found
to vary with the type of self-efficacy measure used, and the work culture.
While mastery experiences are clearly important in the development of selfefficacy, Bruce and Ross (2008) provided additional details on how self-efficacy can
change throughout an intervention process for teachers, and the importance of being
aware of these changes. This study examined four pairs of third grade teachers, and two
pairs of sixth grade teachers. Participants received four professional development
sessions which focused on pedagogy and peer coaching. The results showed that all
teachers self-efficacy increased, importantly however, some of the teachers experienced
an initial depression in their self-efficacy ratings before they increased. This phenomenon
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has been found in additional previous research (Woolfolk Hoy 2000) and is an important
consideration when targeting self-efficacy.
Another set of researchers examined the importance of mastery experiences
early on in the teaching career. They focused on early career development of self-efficacy
as it is unknown but hypothesized that early self-efficacy may have an effect on long
term self-efficacy beliefs. Hoy and Spero (2005) conducted a longitudinal study and
assessed teacher’s self-efficacy from entry into a teacher preparation program through
their first year of teaching. Prospective teachers (N = 53) completed measures of selfefficacy at the beginning of their coursework, after student teaching was finished, and
after their first year of teaching. The results showed that teachers’ efficacy rose during
teacher preparation and student teaching with increased mastery experiences but fell after
the first year of teaching. The decline in efficacy was associated with the perceived level
of support the teachers reported they received, and thus indicates mastery experiences are
very important, yet additional factors must also be considered when supporting and
maintaining teacher’s self-efficacy. This indicates that schools may not be able to
effectively target self-efficacy strictly through providing mastery experiences and may
need to ensure that teachers feel supported long-term in their skill acquisition.
School contextual factors have also been shown in the research to influence
teacher’s self-efficacy. In the same study above by Hoy and Spero (2005), teachers in
classrooms with high proportions of students with low socioeconomic statuses were
associated with perceptions of lower support and subsequent lower self-efficacy. A study
by Lightle (2012) provided further evidence for the association between low
socioeconomic status and teacher self-efficacy. Teachers (N = 89) were randomly
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assigned to read vignettes that varied by race/ethnicity and socioeconomic status, and
then rated their expectations for that student (Lightle, 2012). The results showed that
socioeconomic status had the greatest effect on teachers’ predictions of the student’s
future success which was also connected to their own self-efficacy ratings.
Other contextual factors that have been shown to influence teacher self-efficacy
includes grade level, school climate, and collective efficacy. Student grade level has
consistently been identified in the literature as influencing teacher self-efficacy with
teachers’ self-efficacy decreasing as student age increases (Zee et al., 2016). In a study by
Klassen and Chiu (2010) they found that teachers (N = 1,430) who work with elementary
students have higher self-efficacy beliefs than those who work with older students. More
specifically, teachers working with kindergarten and elementary students reported higher
levels of classroom management and student engagement self-efficacy.
School climate (Collie et al., 2012; Hoy & Woolfolk, 1993; 2012; TschannenMoran & Woofolk Hoy, 2001), and collective efficacy (Goddard & Goddard, 2001) are
additional factors that have been identified in the research to influence teacher selfefficacy. In the same study by Wilson, Woolfson, and Durkin (2020; N = 148), teachers
completed a measure of collective efficacy and a measure of school climate which
included the components of institutional integrity, principal teachers’ leadership, resource
influence, teacher affiliation, and academic emphasis. Collective efficacy differs from
self-efficacy in that it measures teachers’ beliefs about a group as a whole. The results
showed that both collective efficacy and school climate positively predicted teacher selfefficacy. That is teachers reported higher levels of self-efficacy when they perceived their
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school as a whole to be competent and a supportive environment. Specifically, within
school climate, academic emphasis predicted instructional strategies self-efficacy.
Individual level factors have also been examined to see if they have predictive
utility for teacher self-efficacy. This area of research has provided limited findings.
Gender and personality traits were examined through this literature review; however, no
clear findings were discovered. Research has shown inconsistent findings with gender
specifically (Coldarci, 1992; Malmberg et al., 2014). One individual level factor that has
been identified to influence teacher self-efficacy is years teaching. Previous research has
shown that self-efficacy increases the longer teachers have taught (Wolters & Daugherty,
2007). However, in Klassen and Chiu’s (2010) survey research study (N=1,430) they
found that years teaching had a non-linear relationship with self-efficacy. Teachers selfefficacy increased over time between 0-23 years but started to decline after 23 years. In
addition, one meta-analysis examined 43 studies (N = 9,216) and tested the strength of
the relationship between self-efficacy, personality, and teaching effectiveness. The results
showed small to medium effects for the big five personality traits of openness to
experience and conscientiousness on teacher self-efficacy. However, this study also
compared self-efficacy and personality on their relationship to overall teacher
effectiveness. Self-efficacy was found to better predict teacher effectiveness through
outcome measures of student achievement than personality factors.
Overall, research focused on understanding the factors that predict teacher’s selfefficacy is somewhat limited. Despite this, the findings that have been reviewed here
provide support for targeting self-efficacy through the theoretical foundations of Social
Cognitive Theory. Verbal persuasion, vicarious experiences, and mastery experiences
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were all found to support self-efficacy growth, with mastery experiences demonstrating
the greatest effect. School context factors and individual level factors should also be
taken into consideration for teachers’ self-efficacy, but these may be more challenging to
target.
Importance of Teacher Self Efficacy: Associated Outcomes
Teacher self-efficacy has garnered a lot interest and subsequent research due to
the numerous and significant positive and negative outcomes associated. This review will
briefly discuss the associated outcomes for students and teachers including academic
achievement, teacher effectiveness, commitment to teaching, and the association with
burnout. The association between self-efficacy and burnout is the primary area of focus to
the current study, however, this section will only provide a brief overview of the
connection between these two variables as a more detailed discussion of the connection
between self-efficacy, stress, coping, and burnout can be found in the section of this
chapter related to burnout.
Several student outcomes have been examined in relation to teacher selfefficacy. One of the most significant student outcomes that is positively associated with
teacher self-efficacy is academic achievement (Anderson, Greene, Loewen, 1988; Ashton
& Webb, 1986; Caprara et al., 2006; Ross, 1992). In a longitudinal study of 1,043
students, researchers examined the effects of teachers’ self-efficacy, education,
experience, and classroom practices on fifth grade student literacy outcomes (Guo et al.,
2012). The results showed that teacher self-efficacy was a significant and positive
predictor of student literacy. An additional large-scale study of 2,184 teachers working in
high schools in Italy also demonstrated the importance of teacher self-efficacy on student
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academic achievement (Caprara et al., 2006). Teachers completed measures of selfefficacy at one time point and average final grades of juniors were collected for two
subsequent years. The results showed that teacher self-efficacy predicted student’s
academic achievement even when controlling for past achievement. In addition to
achievement, teacher self-efficacy has also been found to predict other student factors
such as students own self-efficacy and attitudes towards learning (Anderson et al., 1988;
Cheung & Cheng, 1997).
In accordance with the association between teacher self-efficacy and student
outcomes, researchers have examined how self-efficacy influences teaching practices.
Overall, self-efficacy has been shown to have numerous and widespread relationships
with several variables including broadly teaching effectiveness, teachers’ goals and
aspirations (Muijs & Reynolds, 2002), teachers tendency to refer to special education
(Soodak & Podell, 1993), and use of teaching strategies (Allinder, 1994; Gibson &
Dembo, 1984). For example, in the study discussed above by Guo et al. (2012) teacher
self-efficacy was significantly associated with the specific classroom practice they
measured titled “supportive learning.” Supportive learning was conceptualized as student
teacher interactions that are warm, responsive, and positive. The study also found that
supportive learning predicted student literacy outcomes, and suggests that self-efficacy
may have an indirect effect on academic achievement through the classroom practices
teachers engage in. This study indicates that teachers with higher levels of self-efficacy
are more likely to engage in classroom practices that support academic achievement. An
earlier study of special education teachers also demonstrates the importance of selfefficacy on teaching practices. This study examined 19 special education teacher’s self-
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efficacy, their use of formative assessment in math, and their students’ growth over a 16week period (Allinder, 1995). The results showed that teachers with higher levels of selfefficacy increased the end of year goals more often, had goals that were more ambitious,
and effected significantly more growth.
In particular interest to this research project is preliminary research that has
shown that teachers’ self-efficacy may be associated with perceptions of importance in
implementation of novel interventions. An exploratory study of 114 teachers examined
how teacher self-efficacy was related to attitudes regarding difficulty of use, and
importance of a recommended intervention (Guskey, 1987). Teachers received a half day
professional development training on a classroom intervention and then completed
measures of self-efficacy and attitudes towards the intervention. The results showed that
teachers with high self-efficacy were the most receptive to the implementation of a new
instructional practice. They perceived the intervention to be more important than teachers
with low self-efficacy. The idea that self-efficacy may predict perceived importance is
the relationship assessed in this current research project. Specifically, the current research
project is examining if self-efficacy predicts perceptions of importance of evidence-based
behavior management practices. This relationship is important to understand as perceived
importance has been shown to be directly connected to actual implementation efforts
(Heo et al., 2014; Sparks, 1983). In addition, as teachers with high self-efficacy tend to
have students with higher achievement and use more effective teaching practices, it can
be assumed that teachers with higher self-efficacy implement instructional and behavioral
management practices more frequently and with better quality.
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These studies highlight the significant association between teacher self-efficacy,
teacher effectiveness, and student outcomes, and creates a foundation for understanding
the importance of self-efficacy in teaching. In addition to teaching effectiveness and
direct outcomes associated for children, teacher self-efficacy research has also focused on
other outcomes including broadly job satisfaction and commitment to teaching, and more
specifically teacher stress and job burnout. Several studies have demonstrated a direct
relationship between teacher self-efficacy and job satisfaction (Caprara et al., 2006;
Klassen & Chiu, 2010; Demir, 2020). In a recent study, 321 teachers completed measures
of self-efficacy, job satisfaction, organizational commitment, motivation, and job
involvement (Demir, 2020). The results showed there was a significant and positive
association between self-efficacy and all of the outcome variables. In addition, a metaanalysis of 33 studies and 16,122 pre-service and in-service teachers demonstrated a
significant relationship between teacher self-efficacy and commitment to the teaching
profession. Job satisfaction and commitment to the teaching profession are very
important topics due to the climbing national and global teacher turnover rates and
subsequent negative effects on students and on school districts (Carrol, 2007).
Finally, a significant outcome associated with teacher self-efficacy and of
principle interest to this research project, is the connection between teacher self-efficacy
and burnout. Burnout is a syndrome that develops from chronic stress and is
characterized by emotional exhaustion, depersonalization, and diminished personal
accomplishment (Maslach et al., 1996). Many of the negative outcomes associated with
self-efficacy that are discussed above can be better understood when incorporating the
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construct of burnout. A comprehensive review of the burnout syndrome and relevant
research will be reviewed in the burnout section of this chapter.
Broadly, burnout has been found to be negatively correlated with self-efficacy. A
recent meta-analysis of 57 original studies (N = 22,773) reviewed the association between
burnout and self-efficacy among teachers, healthcare providers, and other professionals
(Shoji et al., 2015). The results of the study demonstrated a significant relationship
between self-efficacy and burnout with the strongest relationship found in the teaching
profession. Other studies have supported this relationship in teaching and have shown
that lower levels of self-efficacy are associated with higher levels of burnout (Chwalisz,
et al., 1992; Betoret, 2006; Garcia-Ros & Fernandez, 2015; Skaalvik & Skaalvik, 2007;
Skaalvik & Skaalvik, 2010; Wang et al., 2015; Yu et al., 2015). It has also been
demonstrated that doubts about self-efficacy can in themselves trigger the burnout
process and vice versa, that high levels of self-efficacy can prevent burnout development
(Brouwers & Tomic, 2000). A more detailed discussion on the nature of the relationship
between burnout and self-efficacy can be found in the next section of this literature
review that is focused specifically on burnout.
Taken together, past literature demonstrates that self-efficacy is an important
construct in the teaching field. It has been shown to influence numerous important factors
such as student outcomes, and teacher outcomes including teaching practices and teacher
burnout. Self-efficacy is also something that can change over time and be directly
targeted and influenced with intervention. The ability to directly target self-efficacy
makes it an incredibly interesting and valuable area of focus in education. The goal of
the current study is to understand if teacher self-efficacy is predictive of perceptions of
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importance and self-reported implementation status of behavior management practices. If
a relationship is found, the study could provide support for targeting self-efficacy when
helping teachers address behavior management, and previous literature indicates a
pathway to accomplish this through features of Social Cognitive Theory such as mastery
experiences.
Job Burnout
History and Overview of Construct
Job burnout is a widely recognized concept in today’s society, and one that
many individuals can identify with. Job burnout results from stressful working conditions
and has been described as “an erosion of engagement, that what started out as important,
meaningful, and challenging work becomes unpleasant, unfulfilling, and meaningless”
(Maslach et al., 2001, p. 416). The construct of job burnout originated in the 1970’s and
was fueled by the work of both Herbert Freudenberger and Christina Maslach.
Freudenberger, a psychiatrist working in a free clinic for drug addicts, observed and
documented a gradual decline in the clinic volunteer’s energy, motivation, and
commitment (as cited in Maslach et al., 2001). Freudenberger (1975) went on to identify
several outcomes associated with burnout including a decline in job performance, job
turnover, absenteeism, low morale, and array of mental and physical symptoms such as
exhaustion, headaches, and sleeping problems. At relatively the same time, Maslach, a
social psychologist became interested in studying how employees in human services cope
with emotional stress that arises from their job (Muheim, 2013). Maslach and Jackson
(1981) defined burnout as “a syndrome of emotional exhaustion and cynicism that occurs
frequently among individuals who do ‘people-work’ of some kind (p. 99).
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From this initial phase of research, themes were identified across both Maslach and
Freudenbergers’ work. The initial themes identified that emotional exhaustion was a
common response for individuals working in caregiving fields with demanding social
interactions, and that detachment or depersonalization developed as a coping method for
significant emotional stress (Maslach et al., 2001). Even though each researcher began
with a different lens, they both focused on strain in the caregiving and service
occupations. Freudenbergers’ more clinical approach focused on the symptoms of
burnout and their connection with mental health, whereas on the social psychological
side, the initial research focused on the relationship between providers and recipients.
Overall, this pioneering phase of job burnout research was descriptive and qualitative,
and primarily consisted of interviews, case studies, and observations in order to document
the phenomenon (Maslach et al., 2001; Muheim, 2013).
The idea of burnout quickly gained interest, and numerous definitions and
conceptualizations of burnout developed as it was explored in various fields. Such initial
definitions included but were not limited too; the idea that burnout is a process where
professionals become disengaged from their work in response to job stress (Silverstein,
1982), or that burnout is a state that develops from repeated work experiences where
workers expect few rewards, have little control gaining reinforcement, and experience
punishment in their job (Meier, 1983). Maslach and Schaufeli (1993) compared various
definitions of burnout and identified 5 common characteristics: (1) burnout is marked by
symptoms of fatigue and dissatisfaction, (2) primary complaints are mental and
behavioral problems, and physical complaints are secondary, (3) the symptoms are
directly related to an individual’s job, (4) it can occur in individuals who have not
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suffered from psychological disease previously, and (5) it results in diminished
accomplishment or effectiveness in ones work.
Currently, the most widely accepted definition of burnout comes from Maslach and
her colleagues. They defined burnout as a syndrome consisting of three components,
emotional exhaustion, depersonalization, and diminished personal accomplishment that
results from chronic stress in the work environment (Maslach et al., 2001). Emotional
exhaustion is considered the central component and often the first symptom identified.
Emotional exhaustion is characterized by a physical and emotional depletion and
overextension (Maslach et al., 2001). Depersonalization is characterized by negative,
cynical attitudes and detached reactions towards others (Blazer, 2010; Maslach et al.,
2001). Diminished personal accomplishment is characterized by feelings of
ineffectiveness and lowered achievement (Blazer, 2010). The three components are
considered to be connected but are independent and can appear at different times with
varying levels of severity (Blazer 2010; Kokkinos, 2007).
Of focus in this literature review is job burnout in teachers, and its connection to selfefficacy and student behavior management. The earliest references to teacher burnout
were published in 1979 by two individuals. Bardo (1979) wrote a case history of her
experience with burnout and her choice to leave the field. She documented symptoms of
burnout to include “high absenteeism, lack of commitment, abnormal desire for
vacations, low self-esteem, an inability to take school seriously – problems teachers are
sharing more and more with their students” (p. 252). She reported on contributing factors
including student behavior and teacher’s loss of control of the classroom but focused
primarily on the difficulty of teaching reluctant learners and how this proved to be the
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most disappointing and disheartening aspect for her. Walsh (1979) wrote a short article
documenting alarming statistics of teaching at the time including that 70,000 teachers in
1978 claimed physical or mental illness as a direct result of their job. Walsh connected
this finding to burnout and the work of Maslach and her colleagues. Education has been
one of the primary fields that burnout has been studied in.
Today, job burnout in teachers is considered to include the same three components
identified by Maslach and colleagues. The first component, emotional exhaustion, is
thought to occur when teachers are unable to physically and emotionally provide for
student’s due to overwhelming feelings of fatigue and stress (Maslach et al., 1996). The
second component, depersonalization, includes cynical attitudes toward students, parents,
and the workplace. The third component, feelings of diminished personal
accomplishment, occurs when educators feel as though they are no longer contributing to
their student’s development.
In order to understand burnout in relation to this specific research study, four lines of
research will be reviewed. First, the measurement practices will be discussed in order to
provide a rationale for the measurement utilized in the current study and to identify
notable issues in burnout research. Second, the developmental models of burnout will be
discussed with a focus on the contributing factors of student behavior and teacher selfefficacy. Third, the importance of burnout will be highlighted through a review of
outcomes associated. Lastly, interventions will be reviewed in order to identify methods
of addressing the significant issue of burnout.
Measurement Practices
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The measurement of job burnout, and more specifically job burnout in teachers, has
been significantly influenced by the work of Maslach and her colleagues. Maslach and
Jackson (1981) developed the first standardized measure that has maintained its
popularity and use since its development and has been the foundation for the current gold
standard for burnout research in education. However, there have been notable difficulties
documented in the area of burnout research, and not all researchers agree with Maslach’s
conceptualization. In this section, the strengths and weaknesses of the measurement
practices will be discussed which will culminate with the rationale behind the measure
used in the current study.
In the early 1980’s there was a shift in burnout research methodology from qualitative
approaches to quantitative methodology through survey research. At the forefront of the
investigations was the need to validate the construct. Maslach and Jackson (1981)
developed the first standardized assessment, the Maslach Burnout Inventory (MBI). The
MBI was designed to measure the hypothesized aspects of the burnout syndrome
previously identified through qualitative research. The preliminary form included 47
items that were written as statements about personal feelings and attitudes. The items
were rated using Likert scales where respondents identified how frequently and how
intensely they experienced the feeling or attitude. The instrument was administered to
1,025 people from various health and service occupations. Using factor analysis, three
factors were identified, and the form was reduced to 25 items. The factors identified were
emotional exhaustion, depersonalization, and personal accomplishment. The finalized
instrument demonstrated acceptable internal reliability and validity and became the most
frequently used assessment tool (Aloe, Shisler et al., 2014; Maslach et al., 2001). The
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MBI has since been adapted into various forms for different occupations, and its general
form consists of 22 Likert items that are rated on a scale of frequency of occurrence. It is
important to note that other measures of burnout have also been developed including but
not limited to the Burnout Measure (Pines & Aronson, 1988), The Copenhagen Burnout
Inventory (Kristensen et al., 2005), and the Oldenburg Burnout Inventory (Halbesleben &
Demerouti, 2005). However, each of these measures conceptualized burnout in different
ways making comparisons across studies difficult, and no other measure has received
such widespread use and acceptance as the MBI (Heinemann & Heinemann, 2017).
In regard to the specific measurement of teacher burnout, practices were inconsistent
and teacher burnout lacked a clear definition in the early phases of this research. Some of
the early researchers utilized components of the MBI, and some used the Teacher
Burnout Scale (Seidman & Zagar, 1986). The Teacher Burnout Scale included 21 Likert
items and was found to include the following four factors: career satisfaction, perceived
administrative support, coping with job-related stress, and attitudes towards students.
However, neither measure was used widely or long term in the field of education.
Maslach and colleagues worked to develop a measure that more accurately assessed
burnout in educators and published the MBI-Educators survey (MBI-ES), an adaption of
the MBI, in the early 1990’s.
The MBI-ES maintained the same properties of the MBI. The key difference in this
measure is that wording on the Likert items were changed from “recipient” to “student”
to ensure clarity with the measure and its respondents (Maslach et al., 1986). Two sperate
studies substantiated the validity and reliability of the MBI-ES and found it to be a sound
measure with Cronbach alpha values above .7 (Iwanicki & Schwab, 1981; Gold, 1984).
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The MBI-ES has since become the most consistent measure used for burnout research in
the field of education and thus was the measure selected for this current study. A
complete description of the measures psychometric properties can be found in Chapter
III.
The widespread use of the MBI and the MBI-ES has had many benefits and strengths.
It has allowed for comparisons across studies and occupations to be made, it has provided
a consistent basis for researchers to explore such things as the factors that influence
burnout, or the associated outcomes. However, one of the most notable issues in burnout
research (in general and with teachers specifically), and in contrast to the seemingly
unified and consistent measurement of burnout, is that there is not a unified agreement on
what the construct encompasses, the criteria for its diagnosis, or in its theoretical
foundation (Heinemann & Heinemann, 2017). In a review of all scientific studies
published on PubMed until the year 2011 (1,225 studies), researchers found that most
studies focused on the causes and associated factors of burnout, and very few focused on
identifying the symptoms and differentiating it from other constructs (Heinemann &
Heinemann, 2017). In addition, one of the limitations of the MBI measures is that they
were not designed to provide a diagnosis rather they were meant to identify the severity
of the symptoms experienced on a continuum. This has led to persistent difficulty in
establishing the prevalence of burnout and agreement then on the developmental process
of burnout (Heinemann & Heinemann, 2017).
In summary, the MBI-ES is the most widely used and accepted measure of burnout in
education. The MBI-ES does not provide a diagnosis, instead the measure provides a
continuum of teacher experiences with emotional exhaustion, depersonalization, and
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personal accomplishment. This review will go on to discuss the developmental process
and contributing factors to burnout, the outcomes associated, and methods of
intervention.
Factors Influencing Teacher Burnout Development
A large body of research has been devoted to understanding the developmental
process of burnout and the factors that contribute. The three dimensions of burnout
(emotional exhaustion, depersonalization, personal accomplishment) are considered to be
interconnected, but are recognized as independent components. The three components
can appear at different times and with varying levels of severity (Kokkinos, 2007), and
thus persistent questions have existed on whether there is a consistent sequence in
development of the burnout components. Several models have been proposed, however
two have received the most attention. The first is a sequential model proposed by Leiter
and Maslach (1988). They proposed that emotional exhaustion develops first and leads to
cynicism, which then leads to reduced personal accomplishment (Angerer, 2003; Leiter,
2017). The second is the phase model, proposed by Golembiewski and Munzenrider
(1988), with eight phases of burnout and each component being split into high or low
scores that result in combinations representing different levels of burnout. Overall, testing
these developmental processes has proved to be very difficult, and more work is needed
in this area. This work is also complicated by the lack of agreement on what level or
criteria of symptoms equal burnout. Leiter (2017) suggested there needs to be more
studies in this area that focus on populations who are undergoing major transitions in
their professional development, such as recent graduates entering their field (Leiter,
2017).
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Regardless of the lack of agreement on the sequence of the development of the
three burnout components, there is consistent evidence to suggest that burnout develops
as a result of chronic stress due to interactions between an employee and their
environment (Blasé, 1982), and repeated failed attempts to cope with the stressful
demands (Carson et al., 2011). Therefore, this review will discuss individual teacher level
variables associated with burnout, the most significant environmental stressors, and the
moderating role of self-efficacy on perceived stress and subsequent burnout.
Individual Teacher Level Variables
Teacher level variables were reviewed in order to understand any consistent
patterns or themes in teacher burnout. This review examined gender, years teaching, and
personality. There are inconsistent findings on the relationship between gender and
burnout (Anderson & Iwanicki, 1984; Byrne, 1991). One finding that has been replicated
is that males tend to report higher levels of depersonalization than females (Anderson &
Iwanicki, 1984; McCormick & Barnett, 2010). In terms of years teaching, findings are
also mixed. Some studies suggest that novice teachers are the most vulnerable to burnout
as evidenced by the high turnover rate in this demographic (Maslach et al., 1996),
whereas other studies suggest that the more years of experience a teacher has the more
vulnerable they become (McCormick & Barnett, 2010).
In terms of personality factors as predictors or contributors to the development of
burnout, some of the big 5 personality traits have been found to be associated. In a study
of 447 teachers, researchers examined the association between burnout, personality
characteristics, and job stress (Kokkinos, 2007). The findings of the study showed that
neuroticism was associated with all three components of burnout, low openness and
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conscientiousness were associated with depersonalization, and high openness and
conscientiousness were associated with personal accomplishment. However, a stronger
relationship was found between environmental stressors and the burnout components of
emotional exhaustion and depersonalization than with the personality factors. Overall,
this provides support for understanding environmental and intrapersonal variables as
important in the development of burnout.
Sources of Teacher Stress
Researchers have identified many environmental stressors that are common for
teachers. Kyriacou and Sutcliffe (1978) define teacher stress as, ‘‘a response syndrome of
negative affects’ (such as anger or depression) resulting from the teacher’s job and is
mediated by an appraisal of threat to the teacher’s self-esteem or well-being and by
coping mechanisms activated to reduce the perceived threat’’ (p. 159). In articles and
book chapters that examine specific stressors for teachers, such stressors that have been
identified include but are not limited to: time constraints (Kokkinos, 2007), excessive job
demands (Hakanen et al., 2006), profusion of school reforms, increased accountability
pressure, lack of empowerment and autonomy, lack of training, lack of recognition and
feedback, lack of trust in administrators (Timms et al., 2008), lack of support by
administrators (Burke et al., 2007), lack of collegial support, substandard pay, and lack of
parent and community support (Blazer, 2010; Wilson, 2002). In their meta-analysis of 65
studies, Montgomery and Rupp (2005) identified that the strongest predictors of teacher
burnout were external stressors related to the organizational characteristics of workload,
colleagues and school structure, and student behavior.
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In order to understand the relationship between the numerous environmental
stressors and the unique components of burnout, several studies will be reviewed. Abel
and Sewell (2001) examined sources of stress and symptoms of burnout in 51 rural and
46 urban schools (N = 98). Findings from their study identified student misbehavior, time
pressure, poor working conditions, and poor staff relations as sources of stress, and each
were significantly associated with the symptoms of burnout. Poor working conditions
was conceptualized as inadequate salary, poor promotion prospects, lack of recognition
for good teaching, and lack of equipment and resources for teaching; and poor staff
relations was conceptualized as lack of friendly atmosphere among staff, and lack of
support among colleagues and administrators. In terms of the specific components of
burnout, in both urban and rural schools, emotional exhaustion and depersonalization
were most strongly predicted by stress from poor working conditions, and lower personal
accomplishment was most strongly predicted by student misbehavior. Overall, stress was
reportedly greater for student misbehavior and time pressure than for poor working
conditions and poor staff relations. Interestingly, greater stress was reported by urban
teachers than by rural teachers; however, there was a stronger relationship found between
the sources of stress and the dimensions of burnout in rural teachers. This suggests a need
for more research to understand the differences in burnout between teachers in urban and
rural schools. These findings have been further supported by Skaalvik and Skaalvik
(2011) who also found that time pressures and discipline problems were predictive of
emotional exhaustion in teachers (N = 2,569).
Another study examined the relationship between school climate factors and their
association with the three dimensions of burnout in 17 schools (N = 320; Grayson &
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Alvarez, 2007). The results showed that emotional exhaustion was most closely
associated with parent and community support and student peer relations, where teachers
with more positive perceptions of parents and the community and student peer relations
experienced lower emotional exhaustion. The burnout component of depersonalization
was found to be most closely associated with teacher relationships with students and
administrators, where teachers who reported positive relationships with students and
perceived their students as working hard, and who had positive relationships and felt
supported by administrators, experienced lower depersonalization. Lastly, instructional
management was most closely associated with personal accomplishment; teachers who
felt there were clear sets of rules for students, had adequate time devoted to learning
activities, and reported few interruptions to learning reported greater personal
accomplishment. Overall, these studies reinforce that specific aspects of the school
environment are differently associated with the dimensions of burnout.
Of particular interest to the current study is how student behavior influences
teacher burnout. Some researchers have argued that student’s misbehavior is the most
significant factor contributing to teacher burnout (Chang, 2013; Friedman, 1995; Blasé,
1982). In a study of burnout and attributions of stress with 416 classroom teachers,
McCormick and Barnett (2011) found that student misbehavior was the most significant
stressor related to teacher burnout. In addition, a meta-analysis on student behavior
reviewed 21 studies and found that student misbehavior was positively correlated with
each of the three dimensions of burnout and had the strongest correlation with the
dimension of emotional exhaustion (Aloe, Shisler, et al., 2014). Inexperienced teachers
are particularly vulnerable and perceive student discipline as their most serious teaching
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challenge, and one they often feel unprepared to cope with (Evertson & Weinstein, 2006;
Jones, 2006).
Additional studies have also examined how student behavior patterns specifically
contribute to teacher burnout. Friedman (1995) surveyed 348 teachers and found that
disrespect, inattentiveness, and student lack of sociability all contributed to burnout, with
student disrespect towards peers and teachers as the greatest contributor. This is further
substantiated by another more recent study by Hastings and Bham (2003). These
researchers explored patterns of student behavior and teacher burnout in English primary
teachers (N = 100). Teachers completed a measure of burnout and a measure of student
behaviors where they indicated how frequently the behaviors occurred in their classroom.
The results showed that student disrespect significantly predicted emotional exhaustion
and depersonalization, and student lack of sociability significantly predicted
depersonalization and lower personal accomplishment. In addition, previous research has
also shown that lack of administrative support specifically with student behavior also
significantly contributed to burnout development (Shackleton, 2019). Overall, student
behavior is a significant source of teacher stress and is an important factor in
understanding teacher burnout. Understanding and addressing student behavior and
classroom management can then potentially be understood as an avenue for addressing or
preventing burnout.
Moderating Role of Self-Efficacy
As previously reviewed, there are many environmental stressors that are
associated with burnout. However, stress alone is not enough to elicit burnout, or all
individuals would likely be burned out. Self-efficacy is one factor that is believed to
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moderate the relationship between experienced stress and resulting burnout. The
relationship between burnout and self-efficacy can be understood through Social
Cognitive Theory (Bandura, 1997) and the transactional process of stress and coping
(Lazarus & Folkman, 1984). Schwarzer and Hallum (2008) examined the relationship
between teacher self-efficacy, job stress, and burnout in two studies. The first study of
1,203 teachers found that job stress operated as a mediator between self-efficacy and
burnout. These findings were replicated in a longitudinal study of 458 teachers, and
showed that self-efficacy predicted job stress, which in turn predicted burnout. Thus, the
threat of stress, or stress appraisal, was mediated by teachers’ levels of self-efficacy
(Schwarzer & Hallum, 2008; Yu et al., 2015).
An additional study further highlights this relationship specifically with student
behavior. Dicke et al. (2014) explored the relationship between self-efficacy in classroom
management, classroom disturbances, and emotional exhaustion in two subsequent
studies. The first study examined this relationship within the entire sample (N = 1,227),
and the second study (N = 966) examined these factors with a random subsample in a
longitudinal design. The results showed that self-efficacy in classroom management
predicted emotional exhaustion via classroom disturbances, but only when self-efficacy
was low. Thus, self-efficacy acted as a moderator and as a protective factor in the
development of burnout. These findings align with Social Cognitive Theory as it posits
that self-efficacy influences how a person will perceive an event based on their beliefs in
their own abilities.
Self-efficacy also influences how individuals attempt to cope with stress and
challenges. Individuals with low self-efficacy tend to resort to methods of coping that are
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reactive, ineffective, and create even more strain (Bandura, 1997). This is exemplified by
a study that examined the relationship between causal attributions, self-efficacy, coping,
and burnout (Chwalisz et al., 1992). Public school teachers (N = 316) completed
measures of the aforementioned outcomes, and the results showed that higher selfefficacy was associated with problem focused coping and lower burnout, whereas lower
self-efficacy was associated with emotion focused coping and higher burnout. Problem
focused coping is defined as efforts to manage the event itself, while emotion focused
coping is defined as efforts to manage the emotions resulting from an event (Chwalisz et
al., 1992; Folkman & Lazarus, 1980). Therefore, this connection between self-efficacy
and burnout is incredibly important when understanding the stressors and challenges
teachers experience, and the potential ways in which teachers can be supported. This
literature review will go on to explore this connection in depth as it relates to challenging
student behavior and classroom management and will provide a rationale for the current
study.
In summary, there are many factors that can contribute to the development of
burnout. Teachers become burned out when they face highly stressful situations that they
are not prepared to cope with. Self-efficacy is one construct that has been identified to
influence teachers’ perceptions and management of stressors. Self-efficacy has been
shown to act as a moderator between experienced stress and resulting burnout. The most
significant environmental stressors that have been identified in the literature are the
organizational characteristics of workload, colleagues and school structure, and student
behavior.
Importance of Burnout: Associated Outcomes
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Teacher burnout has garnered a lot of interest and subsequent research due to the
numerous significant outcomes associated. Past findings have demonstrated that burnout
has negative cumulative effects on teachers, students, and school districts. This review
will briefly discuss the associated outcomes for students, teachers, and schools including
academic achievement, psychological and physical effects on teachers, teacher attrition,
and behavior management. The potential association between burnout and student
behavior management is of primary interest to the current study.
Student Outcomes
Findings supporting a link between student outcomes and teacher burnout
underscore the importance of understanding teacher burnout. Previous studies have
identified that burnout can have negative consequences for students including but not
limited to lower achievement, poor relationships with teachers and peers, lower school
engagement, lower motivation and increased stress (Arens & Morin, 2016; Hoglund et
al., 2015; Oberle & Schonert-Reichl, 2016, Shen et al., 2015). In a recent study by Arens
and Morin (2016), the relationship between teacher’s emotional exhaustion (N = 380) and
educational outcomes was examined for fourth grade students (N = 7,899). The results of
the study showed that teachers with high levels of emotional exhaustion had students
with lower academic achievement as evidenced by standardized test scores. This
relationship is further supported by Klusman et al. (2016) who examined the association
between teacher’s emotional exhaustion (N = 1,102) and student achievement in
mathematics. This study also found support for a relationship between teachers’
emotional exhaustion and achievement in that high levels of teacher emotional
exhaustion was negatively related to student’s math achievement.
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In addition to academic achievement, teacher burnout has also been shown to
influence student teacher relationships and school engagement or satisfaction. Hoglund,
Klingle, and Hosan (2015) examined the relationship between teacher burnout (N = 65)
and student adjustment (N = 461). The results of the study showed that teacher burnout
negatively predicted teacher student relationships. In addition, when there was a large
amount of externalizing behaviors in the classroom, teacher burnout was found to
negatively predict student teacher relationships, student peer relationships, and school
engagement. These findings are further supported by the study above by Arens and Morin
(2016) who found that high levels of emotional exhaustion were also associated with
negative student perceptions of teacher support and student school satisfaction.
Student motivation and stress regulation are two other outcome that have been
identified in previous literature to be significantly associated with teacher burnout. A
study of 1,302 high school students and 33 of their teachers showed that high levels of
depersonalization among teachers was significantly associated with lower student
motivation (Shen et al., 2015). Another study explored how teacher burnout was
associated with morning cortisol levels in elementary school students (N = 406; Oberle &
Schonert-Reichl, 2016). The results showed that teachers’ burnout significant predicted
variability in students cortisol level, an indicator of student stress. Overall, these studies
highlight the importance of teacher burnout due to the significant associated
consequences for students.
Teacher Outcomes
In addition to the negative outcomes identified for students, numerous negative
outcomes for teachers have been found to be associated with burnout. When teachers are
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burned out, they can experience negative symptoms which further reduce their ability to
effectively teach and cope with daily stressors (Blazer, 2010). Some of the negative
outcomes include but are not limited to psychological complaints, physical complaints,
job satisfaction and intention to leave the field, and student behavior management (Burke
et al., 2007; Egyed & Short, 2006; Skaalvik & Skaalvik, 2011).
One area of focus in terms of associated outcomes for teachers is with their
physical and mental health. In a longitudinal study of 362 teachers over one year, the
relationship between burnout and teacher outcomes was explored (Burke et al., 2007).
The results of this study showed that burnout was significantly associated with depressed
mood and heart symptoms. Another study examined how burnout is associated with
teacher health through a mediation analysis. Hakanen, Bakker, and Schaufeli (2006)
surveyed teachers (N=2,038) and found that burnout mediated the effect of high job
demands on ill health. That is high job demands predicted teachers reported ill health
when burnout was high.
Another important outcome that has been explored is the connection between
burnout and teacher turnover. A meta-analysis of 115 studies found that burnout
significantly predicted absenteeism, job performance, and teacher turnover (Swider &
Zimmerman, 2010). Skaalvik and Skaalvik (2011) also examined the association between
job burnout and motivation to leave the field. They surveyed 2,569 teachers and found
that emotional exhaustion was predictive of job satisfaction, and both emotional
exhaustion and job satisfaction were predictive of motivation to leave teaching. Teacher
turnover has become a significant issue in today’s schools. According to the National
Commission on Teaching and America’s Future, over the last fifteen years, the teacher
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attrition rate has risen by 50% (Carrol, 2007). It is estimated that in the United States
25% of beginning teachers leave the profession by their third year, and 40% leave within
the first five years (Luekens et al., 2004). Teacher turnover is incredibly costly for
districts as it is estimated that it costs $7 billion annually to hire and recruit new teachers
in the United States (Carrol, 2007).
Lastly, there is preliminary evidence to suggest that teacher burnout may be
associated with student behavior. Egyed and Short (2006) examined the relationship
between teacher burnout, disruptive student behavior, and referrals for support. Teachers
were given vignettes of a child exhibiting behavioral problems and teachers identified
how likely they were to refer the child for special education. The results of the study
showed that teachers with high burnout were more uncertain about decisions to refer than
teachers with low burnout. This indicates that when teachers are experiencing burnout it
may impede their process in ameliorating the stress caused by student behavior if it
increases their uncertainty with what behavioral profiles should be referred for
evaluation. In addition, Gaitan (2009) examined if there was a relationship between
teacher burnout and their implementation of a new intervention. Teachers (N = 46) were
trained to implement the Good Behavior Game, an intervention designed to help teachers
manage challenging behavior. Teachers implemented for 28 weeks and the results
showed that teachers’ emotional exhaustion and personal accomplishment significantly
predicted teacher’s adherence to the intervention. Lastly, Evers, Brouwers, and Tomic
(2002) investigated the relationship between teacher burnout and attitudes towards new
instructional practices (N = 490). They found a significant relationship between burnout
and negative attitudes and found that the more negative teachers’ attitudes were the less
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time they spent on the new instructional practice. This finding aligns with self-efficacy
research as it has been shown that burnout and self-efficacy are strongly related, and
teachers with high self-efficacy are more open to interventions (Guskey, 1987). Taken
together, research has started to demonstrate support for the connections between teacher
burnout and components of behavior management such as referring a student and
implementing management practices. However, more research is needed in this area. A
particular question in the current research study is if burnout significantly predicts
perceptions of importance and self-reported implementation status of evidence-based
behavior management practices.
Interventions and Prevention of Burnout
Understanding the development and mediating factors of teacher burnout are
important for identifying and developing effective interventions. Typically, burnout
interventions use techniques similar to those used for most stress related disorders such as
relaxation training, meditation, exercise, time management skills, and strengthening of
coping skills (Blazer, 2010). A meta-analysis on the effectiveness of interventions aimed
at reducing teacher burnout examined several approaches that include cognitive
behavioral therapy, mindfulness and relaxation training, social-emotional skills,
psychoeducational approaches, social support, and professional development (Iancu et
al., 2018). Overall, there were inconsistent findings on the effect of burnout with similar
interventions. Yet, from examining these 23 studies, it was identified that cognitive
behavioral approaches and mindfulness/meditation techniques had a significant effect on
the symptom of emotional exhaustion. Social support and mindfulness/meditation also
had a positive effect on personal accomplishment. However, effect sizes were generally

47

small. The other methods did not produce any effect, and none of the approaches
demonstrated an effect on depersonalization. Thus, there is promise for interventions, yet
no single intervention has been identified to have a positive effect on all three dimensions
of burnout.
The difficulty identified with burnout intervention suggests that schools may need
to be more proactive and focus on preventing and ameliorating teacher stress. As there
have been several environmental stressors identified to be associated with burnout, one
approach schools can take is to directly address and target specific sources of stress
(Kyricaou, 2001). For example, as several school climate factors have been indicated in
the development of burnout, schools could target building up their school climate and
healthy organizational structures. Teachers have been demonstrated to report lower stress
in schools that when there is good communication, collegiality, social support, and
recognitions and praise among staff (Kyricaou, 2001). As student behavior has also been
identified as a significant source of stress and a significant factor in terms of burnout
development, schools could work to better support teachers with this domain.
Taken together, this literature review highlights that burnout is an important
construct in the teaching field. It has been shown to influence numerous important factors
including both student and teacher outcomes, including teachers’ ill health and intention
to leave the field. Burnout is difficult to address and intervene with, thus it is important
for schools to consider methods of preventing significant stress and building teachers
capacity to manage common stressors. Understanding the relationship between teacher
burnout and student behavior management is one area that needs further research. The
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goal of the current study is to understand if teacher burnout is predictive of perceptions of
importance and self-reported implementation status of behavior management practices.
Classroom Management
Overview
Teachers must engage in classroom management in order to provide high quality
educational instruction. That is, they must effectively manage student behavior in order
for all students to be able to feel safe, attend to tasks, participate, and learn. Classroom
management is an umbrella term that refers to comprehensive classroom practices that
support student behavior management and academic learning. Jones (1996) identified
five main features of classroom management to include: (1) understanding current
research in classroom management and instruction, (2) facilitating positive teacherstudent and peer relationships, (3) using instructional methods to facilitate optimal
learning, (4) using organizational and group methods to maximize on task behavior, and
(5) using a range of counseling and behavioral methods to assist students with persistent
behavior challenges. Classroom management is an incredibly important topic in
education and previous literature has identified both positive and negative outcomes
associated depending on the quality (Gage et al., 2018; Madigan et al., 2016; Reinke et
al., 2013). This review will highlight the importance of classroom management by
discussing outcomes associated, and the relevance to the current study by discussing the
assessment practices, necessary components for effective classroom management, and the
identified challenges and barriers. This review will provide a rationale for a need for
research to examine how burnout and self-efficacy may influence classroom management
practices.
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Importance of Classroom Management: Associated Outcomes
Effective classroom management is incredibly important as it is estimated that
one third of students have difficulty learning due to psychosocial problems (Epstein et al.,
2008), and challenging student behavior is incredibly stressful and a common barrier to
instruction for teachers (McCormick & Barnett, 2011). Thus, teachers must engage in
practices that reduce challenging behavior and promote student engagement, and in order
to do this it is imperative that they use evidence-based practices. Simonsen identified five
critical features of evidence-based classroom management practices: (1) maximizing
structure, (2) post, teach, review, monitor and reinforce expectations, (3) actively engage
students in observable ways, (4) use a continuum of strategies for responding to
appropriate behavior, and (5) use a continuum of strategies to respond to inappropriate
behaviors (MacSuga & Simonsen, 2011). A recent study examined the relationship
between the implementation of evidence-based classroom management practices and
student behavior (Gage et al., 2018). Teachers across 65 elementary schools (N = 1,242)
were observed on their use of evidence-based behavior management practices and
students were observed on their time engaged and number of disruptions. The results
showed that teachers with low rates of classroom management practices had students who
were significantly less engaged. In addition, previous literature has also identified that the
use of evidence-based behavior management practices are associated with increased
academic achievement. In a nine-year longitudinal quasi-experimental study, researchers
evaluated the effect of implementing school wide positive behavior supports (PBIS), an
evidence-based school wide approach to supporting and responding to behavior, across
21 schools (Madigan et al., 2016). The results showed that students in schools
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implementing PBIS demonstrated increased academic achievement and a greater rate of
change in academic achievement than compared to control schools.
In addition to the positive outcomes identified, there are negative outcomes
associated for teachers with poor classroom management. For example, Clunies-Ross,
Little, and Kienhuis (2008) examined self-reported and actual use of proactive and
reactive classroom management strategies. They found that self-reported practices
reflected actual implementation and that teachers who predominantly used reactive
management strategies demonstrated significantly elevated teacher stress. Reinke,
Herman, and Stormont (2013) also evaluated the use of classroom level behavior
management strategies that align with PBIS and teacher outcomes. They observed 33
classrooms and found that teachers demonstrated higher levels of emotional exhaustion
when they relied more on harsh reprimands and had lower rates of positive to negative
interactions. This is further supported by an additional study that found that teachers (N =
200) who relied more on punitive measures to manage student behavior demonstrated
higher levels of depersonalization (Bibou-Nakou et al., 1999). These studies highlight the
importance of effective classroom management for both teachers and students.
Assessment Practices
Research on the association between classroom management practices and
outcomes has been quite variable and has been limited by a lack of consistent
measurement. Researchers have explored classroom management practices in a variety of
ways; however, a comprehensive assessment of evidence-based classroom management
practices is lacking from the current literature. Some of the preliminary work in this area
has been done by Simonsen, Fairbanks, Briesch, Myers, and Sugai (2008). They
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reviewed research and identified 20 practices with a sufficient evidence base of
effectiveness. From this they developed a self-assessment tool to help teachers who are
trying to improve their practices. Stormont, Reinke, and Herman (2011) also wanted to
explore evidence-based behavior management practices, and more specifically teacher’s
knowledge of the practices. Due to the lack of an existing measure they developed a
survey instrument that pulled from the Institute of Educational Science (IES) practice
guide of evidence-based classroom management practices by What Works Clearing
House (Epstein et al., 2008). Lastly, researchers exploring positive behavior supports in
schools have also begun work in this area. Sugai, Colvin, Horner, and Lewis-Palmer (No
date) developed the Classroom Management Self-Assessment survey which has teachers
identify their status of implementation of several evidence-based behavior management
practices. While preliminary work has been done to develop measures, none of these
identified measures have been widely used in research. In order to assess evidence-based
classroom management practices for the current study, a survey instrument was
developed with guidance from the pre-existing work in this area. For a complete
description of the measure, please see Chapter III.
Barriers to Classroom Management
As previously discussed, challenging student behavior is a significant source of
stress for teachers and many teachers report needing additional training in this area. In a
qualitative study of general and special education teachers (N = 60) researchers examined
teachers preparation needs for providing social support to their students (Pavri, 2004).
The results showed that 85% of teachers indicated a need for additional training in areas
like dealing with challenging behaviors and teaching social skills. This is especially true
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for novice teachers (Maslach et al., 1996), and many teacher preparation programs often
do not adequately prepare teachers (Collier-Meek et al., 2017). In addition, previous
research has identified that classroom management practices, even when implemented,
are often not implemented with sufficient fidelity to be effective (Briere et al., 2015).
Schools have taken several approaches in order to support teachers with this difficult
aspect of their job. Strategies schools have used include but are not limited to behavioral
consultation, professional development, implementation planning, participant modeling,
feedback, and coaching (Briere et al., 2015; Sanetti et al., 2015). While many strategies
have been identified and have been helpful, research has shown that teachers continue to
struggle with implementation. For example, one study explored the effect of consultation,
implementation planning, and participant modeling on teacher’s implementation of
evidence-based behavior management practices and the effect on student disruptive
behavior (Briere et al., 2015). The study was a randomized multiple treatment single
subject design using a multiple baseline approach. Three teachers were followed, and the
results showed that teachers’ adherence of implementation and quality increased with
implementation planning and participant modeling, however these findings were not
maintained at the 1- and 2-month follow-ups.
The identified difficulty of supporting teachers with classroom management
indicates the need to understand barriers for teachers in this aspect of their work. Sanetti
and Kratochwill (2009) organized variables that influence implementation into an
ecological framework of implementer, intervention, organizational, and external levels.
Factors at the implementer level include perceived effectiveness, perceived need,
willingness to try intervention, self-efficacy, and skill proficiency. Factors at the
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intervention level include complexity of the intervention itself such as the time and
materials required, extent to which intervention can be adapted to fit context/needs, and
rate of behavior change. Factors at the organizational level include access to needed
materials and supplies, adequate staffing, daily time allocated for planning and
implementation, facilitation strategies (training, coaching), and school-based leadership
support. Factors at the external level include level of support from stakeholders (i.e.,
parents, community), consistency of the intervention with policies, and coordination with
other agencies. Collier-Meek, Sanetti, and Boyle (2017) conducted an exploratory
investigation of teacher reported barriers to implementation planning of classroom
management practices for 33 teachers. The results showed 63.64% of the barriers
identified were with the implementer, 23.64% of the barriers were with the intervention,
and 12.73% were with the organization. At the implementer level, some of the barriers
identified included remembering to implement, competing responsibilities to other
activities, and managing problem behavior.
Collier-Meek, Sanetti, and Boyle’s (2017) study highlights the importance of the
implementer and the barriers at this level in the implementation of classroom
management practices. As outlined, several barriers have been identified at the
implementer level and one area that has preliminary evidence is the influence of both
self-efficacy and burnout (Gaitan, 2007; Sanetti & Kratochwill, 2009). The current
research study aims to contribute to this literature by measuring teacher self-efficacy,
burnout, and their self-reported perceived importance and implementation status of
evidence-based behavior management practices. Through understanding of these
relationships, the study can provide implications for future research.
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CHAPTER III
METHOD
Settings and Participants
This study took place in one school district in Western Massachusetts. The town
is considered rural with approximately 17,000 residents. Within this district there is one
preschool, three elementary schools, one middle school, and one high school. According
to the Massachusetts Department of Elementary and Secondary Education
(Massachusetts School and District Profile), in the 2018-2019 academic year there were
157.2 teachers working in this district. 84% were general education teachers, 13.6% were
special education teachers, and 2.5% were English Language Learner teachers. Of the
teachers 23.1% taught grades PK-2, 21% taught grades 3-5, 16.2% taught grades 6-8,
15.4% taught grades 9-12, 17.2% taught multiple grades, and 6.9% taught all grades.
Within this district there were 1,732 students enrolled with a student teacher ratio of one
teacher to 11 students in 2018-2019. In terms of students, 52% of the students were male
and 48% were female. 2.5% of the students were African American, 1.4% were Asian,
19.2% were Hispanic, 71.6% were White, 5.2% were Multi-Race (Non-Hispanic), and
.1% were Native American. For 10% of the students their first language was not English,
5.9% were English Language Learners, 18% were students with disabilities, 57% were
considered high needs, and 49.4% were economically disadvantaged.
A total of 85 participants completed the survey, however only 64 participants
(40%) had complete data and therefore created the total sample. For a complete
description of sample demographic information see Table 3.1
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Table 3.1: Participant Demographics
Gender
n

Male
9

Female
55

%

14.1%

85.1%

1-5
years

6-10
years

11-15
years

16-20
years

21-25
years

26-30
years

31-40
years

n

12

13

8

11

5

8

7

%

18.8%

20.3%

12.5%

17.2%

7.8%

12.5%

10.9%

1-5 years

6-10 years

11-15 years

16-20 years

21-25 years

26-30 years

31-40
years

24
37.5%

17
26.6%

7
10.9%

7
10.9%

7
10.9%

0
0%

2
3.1%

Preschool

Elementary 1

Elementary 2

Elementary 3

Middle School

High School

6
9.4%

10
15.6%

10
15.6%

12
18.8%

12
18.8%

12
18.8%

Preschool

Multiple
Subjects

Math

Science

English

Foreign
Language

Music

n

6

37

4

3

5

2

2

Film
ELS
Social
Studies
1*

%

9.4%

59.6%

6.3%

4.7%

7.8%

3.1

3.1%

1.6%

General
Education

Special
Education

Specialists

Total
Years
Teaching

Years
Teaching
In Current
District
n
%
School
Worked
At
n
%
Subject
Taught

Type of
Teacher

56

Amount of
Behavior
Training
Received

n

45

9

7

%

70.3%
A Little

14.1%
A Moderate
Amount
22
34.4%

10.9%
A Lot

A Great Deal

15
23.4%

5
7.8%

n
%

21
32.8%

1* indicates that each subject had one participation each

57

Recruitment Method
Participants were approached during each school’s mandatory staff meeting.
Participants were informed of the general nature of the study, and also were instructed
that their participation would be entirely voluntary, and all data would be kept
confidential. In addition, an email was distributed to all teachers within the district that
included the link to the survey and provided a reminder of the general nature of the study,
informed consent, and the researcher’s contact information for any questions or concerns.
Participants were provided incentives to encourage participation. At the end of the survey
each participant could opt in to be entered into a lottery. There were 10 gift cards of
$10.00 value available. In addition, participants who volunteered to be interviewed were
each given a $10.00 gift card.
Measures
Demographic Questionnaire
As part of the complete survey instrument, teachers were asked to answer six
demographic questions. Teachers were asked to identify their gender, total years
teaching, years teaching in current school, level of teaching (Preschool, Elementary,
Middle, High), what subject matter they teach (preschool, elementary, math, science,
English, social studies, or foreign language), type of teacher (special education, general
education, or specialist), and amount of behavior training received. The results of the
demographic survey can be found in table 3.1.
Maslach Burnout Inventory – Educator Survey
Burnout via emotional exhaustion was the first independent variable measured in
this study. Teachers were administered the Maslach Burnout Inventory-Educator Survey
(MBI-ES; Maslach et al., 2010). The MBI-ES is adapted from the Maslach Burnout
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Inventory (MBI) developed by Maslach and Jackson (1981). The MBI and the MBI-ES
surveys are nearly identical however in the MBI-ES, the word “students” replaces the
word “recipients” to provide clarity and consistency of interpretation with each item. The
MBI-ES online administration license was purchased through Mindgarden.com at a cost
of $125.00 per 50 administrations.
The MBI-ES consists of 22 items and measures three subscales. The first subscale
measures Emotional Exhaustion; the feelings of being emotionally overextended and
exhausted by one’s work (Maslach et al., 1996). The second scale measures
Depersonalization; the detachment from others and a general uninvolved response to
others. The third subscale measures feelings of Personal Accomplishment; the feelings of
competence and successful achievement in one’s work. Participants were asked to rate
how often they experienced job related feelings on a 7 point Likert scale. Response
options were, “never, a few times a year, once a month or less, a few times a month, once
a week, a few times a week, everyday.”
This survey was chosen because of its strong psychometric properties, and
specification towards educators. The MBI-ES has strong reliability and validity. The
MBI-ES has been shown to have a total score reliability of .74 in a study of 771 teachers
(Kokkinos, 2006). In addition, two factor analytic studies support the three-factor
structure and report acceptable reliability and validity of this instrument (Maslach et al.,
1986). The first study measured 469 Massachusetts teachers, and found Cronbach alpha
estimates of .9 for Emotional Exhaustion, .76 for Depersonalization, and .76 for Personal
Accomplishment. Gold (1984) surveyed 462 California teachers and reported Cronbach
alpha levels of .88 for Emotional Exhaustion, .74 for Depersonalization, and .72 for
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Personal Accomplishment. Cronbach alpha scores above .7 are considered to have
adequate reliability (Cronbach, 1984; Ponterotto & Ruckdeschel, 2007). A reliability
analysis was also conducted for the current study and the results showed consistent
findings with previous studies. For Emotional Exhaustion the Cronbach alpha was .92,
.75 for Depersonalization, and .72 for Personal Accomplishment.
Teacher Sense of Efficacy Scale – Short Form
The second independent variable in the current study was teacher self-efficacy.
The Teacher Sense of Efficacy Scale Short form (TSES-S) was developed by TschannenMoran and Woolfok Hoy (2001). This scale was used for this study due to its length and
ease of completion, along with its strong psychometric properties. The TSES-S assesses
teacher’s perceived capability concerning instructional strategies, student engagement,
and classroom management. It is a 12-item instrument measured on a 9 point Likert scale.
The Likert response options range from “None at all” to “A great deal.” The following is
a sample item: “How much can you do to control disruptive behavior in the classroom?”
Tschannen-Moran and Woolfolk Hoy (2001) demonstrated this instrument has
adequate reliability and validity. In their study, 410 participants completed both the long
form and short form of the survey. Participants included both preservice and in-service
teachers. Construct validity was established by assessing the correlation of this measure
to four other existing measures of teacher efficacy. There was a statistically significant
positive correlation found between the short form and four other measures (TschannenMoran & Woolfok Hoy, 2001). These authors reported a Cronbach alpha value of .90 for
the entire survey. Through factor analysis, three factors were identified and were found
to have acceptable reliability. The following are Cronbach alpha values reported; .86 for
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the Instructional Efficacy subscale, .86 for the Classroom Management subscale, and .81
for the Student Engagement subscale. A reliability analysis was also conducted for the
current study and the results showed were consistent with Tschannen-Moran and
Woolfok Hoy (2001). The total score Cronbach alpha value was .87, .79 for the subscale
instructional strategies, .81 for the subscale classroom management, and .75 for the
subscale student engagement. This measure is considered superior to other measures of
self-efficacy due to its unified and stable factor structure, along with its broad
measurement of teacher skills which allow for it to be used with a variety of teaching
populations.
Evidence-Based Behavior Management Practices Survey
The dependent variables of interest in this study relate to teacher implementation
of evidence-based behavior management practices. A survey was developed drawing
from existing tools due to a lack of an existing measure. The goal of this survey was
twofold. The first was to assess teacher’s self-reported implementation status of specific
behavior management practices. The second was to assess teacher ratings of perceived
importance of these behavior management practices to their overall teaching. Six
behavior management practices with moderate to strong evidence base were selected
from the Institute of Educational Science (IES) practice guide by What Works
Clearinghouse (Epstein et al., 2008), and 15 items were selected from an existing
measure, the Classroom Management Self-Assessment tool (Sugai et al., n.d). The
practice guide was written for elementary school however, the practices are applicable to
students in preschool through grade 12 as they have been shown to be effective for all
students (Simonsen et al., 2008), and are best practices in applied behavior analysis and

61

learning (Alberto & Troutmen, 2009). The practice guide addresses a total of 16
practices, however only six were selected because these items were most specific to
teacher actions directly effecting student behavior. Items that were not included
addressed building collaborative partnerships with stakeholders outside of the school and
assessing schoolwide behavior problems in order to adopt new schoolwide strategies or
programs. In addition, items were not chosen that were already reflected in the Classroom
Management Self-Assessment survey. The six items selected were rewritten so that each
item only asked participants one specific question and resulted in a total of 12 items. For
example, one item was originally stated as” Observe and record the frequency and
context of the problem behavior.” This item was rewritten into two items: (1) “Observe
and record the frequency of the problem behavior,” (2) “Observe and record the context
of the problem behavior.” The items taken from the IES practice guide are reflected in the
developed survey as items 10-16.
The Classroom Management Self-Assessment was a tool designed for assessing
classroom management practices commonly used in Positive Behavior Support in
Schools (PBIS). PBIS is an evidence-based framework for managing behavior school
wide (Sugai et al., 2000). The survey asked participants to rate each item on status of
implementation, In Place, Partially In Place, and Not In Place. This existing measure
includes a total of 10 items with most items having more than one part. All but one item
was selected and used in the developed survey. The item that was not included asked
about systems available for requesting assistance with behavior, and as this item did not
assess specific actions teachers were engaged in in managing behavior, it was left out.
The nine retained items were rewritten as described above so that each item only asked
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about one specific idea. This resulted in a total of 15 items and are reflected on the
developed survey as items 1-9. The 27 items chosen in the development of this measure
reflect practices for identifying the specifics of a problem behavior, modifying the
classroom learning environment to decrease problem behavior, teaching and reinforcing
new skills to increase appropriate behavior, and collaborating with fellow teachers.
The structure of the survey was modeled after the Effective Behavior Support
Self-Assessment Survey (SAS) which is commonly used in Positive Behavior Support
implementation and research (PBIS; Sugai et al., 2000). The SAS measures features of
PBIS, and has teachers rate those features on current implementation status and on
priority for improvement. This structure was chosen because it assesses the same
outcome variables as identified in this study: Self-reported implementation status and
perceived importance of evidence base behavior management practices. In addition, the
SAS has been widely used and has a demonstrated ease of completion for participants
(Mercer et al., 2017; Solomon et al., 2015). The structure of the SAS has one feature, or
in this case behavior management practice, listed per row. It first asks participants to rate
the “Current Status” of the behavior management practice on three levels, “In Place,
Partially In Place, Not In Place.” Secondly, teachers are asked to rate “Priority for
Improvement” on three levels, “High, Medium, Low.”
The developed survey maintained the same two response options regarding
current status of implementation and importance of the SAS, however instead of using
the wording “priority for improvement”, this was changed to “Importance to Teaching.”
In addition, the response options were maintained; however, instead of relying on three
levels for response options participants could select their response from a scale of 1-5
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with 5 representing “In Place”/“High”, 3 representing “Partially In Place”/“Medium,” and
1 representing “Not In Place”/“Low.” The response options were increased from 3 to 5
in order to encourage variability in teacher responses. This specific survey instrument
was piloted with 5 teachers prior to use in the current study in order to assess the clarity
of instruction and ease of completion. The pilot teachers reported no issues in completing
the measure and no modifications were made. A reliability analysis was conducted for the
created survey, and the results showed that the survey has acceptable reliability with a
Cronbach alpha value of .94. For a complete version of this survey please see Appendix
B, section 3.
Interview Protocol
Eleven participants volunteered to participate in a follow-up interview.
Participants were asked questions about their thoughts and experiences with the variables
of burnout, self-efficacy, and classroom management. The interview questions were
developed and designed in an effort to gather participants thoughts and experiences on
the same variables as measured in the quantitative research. Participants were asked how
burned out and self-efficacious they feel along with what factors they believe contribute
to their feelings, and how burnout influences classroom management. Please see
Appendix C for the complete interview protocol.
Procedure
The principal researcher emailed participants the link to the survey via Qualtrics.
The list of participants was created from contact sheets provided by each school building
in the district. The contact sheets listed all of their staff members, their roles, and their
contact information. Only teachers were included in this survey, and the survey was
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emailed to all teachers. Qualtrics was selected because it was identified as the most
secure platform by the University of Massachusetts (UMass) Amherst Institutional
Review Board (IRB). At the beginning of the survey there was an informed consent page
adopted from the UMass Amherst IRB survey template (See Appendix A). The email
included instructions to access the survey and the researchers contact information for any
questions or concerns. Two participants contacted the researcher and stated they had
questions about completing the self-efficacy measure and found the response options
confusing. Once participants completed the survey there was an additional page that
thanked them for their participation and had an opt in option for the incentive lottery.
Lastly, on the final page participants were invited to participate in an interview through
an opt in option where they could choose to enter their email. Participants were entered
into random prize drawings and the winners were announced via email. Participants who
chose to opt in for the interview were contacted via email to schedule a time. The survey
was completed over a three-week period from May 6th, 2019 to May 27th, 2019. Teachers
were sent two reminder emails about the study. The reminder emails were sent at the
beginning of each week of the study.
Data Analytic Plan
Quantitative Data Analysis
An a priori power analysis was conducted using G*Power (Faul et al., 2007).
Effect sizes were unable to be found in previous literature regarding the specific variables
analyzed in this study. Thus, a conservative effect size of .3 (small-moderate) was used
(Cohen, 2013). In addition, studies should have no more than a 20% probability of
making a type II error, thus the error probability used in this power analysis is .8 (Cohen,
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1988). The alpha value was set to .05. The results of the a priori power analysis for a
linear regression model indicated a sample size of 64 participants, and for a linear
regression analysis with a moderator the indicated sample size is 41 participants. The a
priori power analysis for Analysis of Variance (ANOVA) indicated a sample size of 63
participants, for a maximum comparison of 7 groups, is required to have adequate power.
Therefore, a sample size of 64 was necessary to be able to complete the planned analysis.
In total, 85 participants attempted the to complete the survey. However, 21
participants were removed from the sample due to incomplete data. For 18 participants,
they failed to complete at least one measure, and for 3 they completed all of the measures
but had missing data. This left a total sample size of 64 participants. Following the
completion of the study, post hoc power analyses were conducted. The same parameters
were maintained from the a priori analyses, however obtained effect sizes were used and
were represented by the R2 values for each regression model, and the Cohens d and glass
delta values were used as the effect sizes for the ANOVA’s conducted (Aberson, 2011).
According to the post hoc power analyses of the regression models, only Model 1 and
Model 3 demonstrated sufficient power. In order for the remainder of the models to be
sufficiently powered, a sample size of 70 participants was required. In terms of the
ANOVAs run, all were found to be adequately powered.
The primary goal of this study was to examine the two independent variables of
emotional exhaustion and self-efficacy, and the associated relationship with the two
outcome variables of implementation status and perceived importance of evidence-based
behavior management practices. SPSS software version 25.0 (IBM Corp, 2011) was used
for all analyses, including descriptive and correlational analyses as a first step in
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understanding the relationships between all variables of interest. Descriptive statistics and
ANOVA were used to examine demographic differences across the four key variables of
burnout, self-efficacy, implementation of behavior management practices, and perceived
importance of behavior management practices. Multiple linear regression was used to
analyze the primary research questions in order to determine if there was a predictive
relationship between the two independent variables and the two outcome variables. In
addition, exploratory analysis examined self-efficacy at the subscale level, and the
remainder of the burnout components. The secondary goal of this study was to examine
the associations between emotional exhaustion and implementation status with selfefficacy as a moderator. Lastly, exploratory ANOVAs were conducted in order to
identify if there were any differences in the outcome variables by various participant
levels of self-efficacy and emotional exhaustion.
Five multiple regression models were run in order to answer all of the research
questions, and to conduct the exploratory analyses. Model 1 assessed the first and second
research questions regarding emotional exhaustion, self-efficacy, and implementation
status. Model 2 was exploratory and examined self-efficacy at the subscale level and the
remaining components of burnout regarding implementation status. Model 3 assessed the
third research question regarding self-efficacy as a moderator in the emotional
exhaustion-implementation status relationship. Model 4 assessed the fourth and fifth
research questions regarding emotional exhaustion, self-efficacy, and perceived
importance. Model 5 was exploratory and examined self-efficacy at the subscale level,
and the remaining burnout components related to perceived importance.

67

In order to use multiple linear regression, each of the assumptions was first
tested. There are four assumptions that must be met: (1) Linearity, (2) Homoscedasticity,
(3) Normality, (4) Absence of Multicollinearity (Laerd Statistics, n.d). To test the first
assumption Linearity, a scatterplot of the predicted values and the residual values was
created. Through visual inspection and applying a Loess curve to the plot, it was
determined whether any nonlinearity exists. For each of the regression models conducted
linearity was tested using the previously described method, and a linear relationship was
demonstrated for each model. Homoscedasticity is the assumption that residuals must be
equally distributed. This was tested through SPSS using a homoscedasticity statistical
test. The results of this analysis showed that all of the regression models did not meet the
homoscedasticity assumption and in these cases robust standard errors were used and
reported to correct for this violation (Hayes, 2007; Long & Ervin, 2000). The normality
assumption assumes that the residuals of the regression should follow a normal
distribution. Residuals are the differences between the observed value of the dependent
variable and the predicted value. In order to test this assumption, a Normal Probability
Plot (P-P Plot) was created, and a Shapiro-Wilk test of normality was conducted. The
results showed that only model 5 met the normality assumption. However, as the sample
size was above 30, this violation should not have a significant effect on the results and
does not impact coefficient or error terms (Ghasemi & Zahediasl, 2012).
Multicollinearity can be tested through collinearity diagnostics in SPSS. This will
examine the percent of variance in the predictor variable that cannot be accounted for by
the other predictors and is denoted as Variance Inflation Factor (VIF). VIF values below
10 are said to meet the assumption of multicollinearity. Model 3 failed to meet the

68

multicollinearity assumption. In order to correct for this, each predictor variable was
centered. Centering is completed by creating a new variable where the mean of the
predictor variable is subtracted from the participants scores (Robinson & Schumacker,
2009). This method sufficiently addressed the multicollinearity violation as the final
regression model had VIF values below 10.
In order to use ANOVA, the assumptions of independence, normality and
homogeneity were assessed (Statistical Solutions, 2015). Depending on if the
assumptions are met or not, the appropriate ANOVA was selected and is identified in
Chapter IV.
Qualitative Data Analysis
In order to analyze the qualitative data, each interview was audio recorded and
transcribed. The data were organized by question, and Thematic Analysis was used to
further understand teacher perspectives on the relationships between the variables of
burnout, self-efficacy, and classroom management. Thematic Analysis is a 6-phase
process which includes (1) Familiarizing self with the data, (2) Generating initial codes,
(3) Searching for themes, (4) Reviewing themes, (5) Defining and naming themes, (6)
Producing the report (Nowell et al., 2017).
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CHAPTER IV
RESULTS
Quantitative Data Analysis
This study examined the relationships between teacher self-efficacy and burnout
and the outcome variables of teacher reported implementation status and perceived
importance of evidence-based behavior management practices. More specifically the
following research questions were assessed:
1. To what extent, if any, is the primary component of teacher burnout, emotional
exhaustion, associated with the implementation status of 27 evidence-based behavior
management practices?
2. To what extent, if any, is teacher self-efficacy associated with the implementation
status of 27 evidence-based behavior management practices?
3. Does self-efficacy moderate the strength of the relationship between emotional
exhaustion and the implementation rate of 27 evidence-based behavior management
practices?
4. To what extent, if any, is the primary component of teacher burnout, emotional
exhaustion, associated with the perceived importance of 27 evidence-based behavior
management practices?
5. To what extent, if any, is teacher self-efficacy associated with the perceived
importance of 27 evidence-based behavior management practices?
In addition, exploratory analyses examined whether the additional subscales of
burnout (depersonalization, personal accomplishment), along with the subscales of selfefficacy (SE; instructional strategies SE, student engagement SE, classroom management
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SE) predicted teacher implementation and perceived importance of the behavior
management practices. Analysis of Variance (ANOVA) was also conducted to analyze
differences among the key variables by participant demographics. Specifically, ANOVA
was conducted for gender, total years teaching, years teaching in their current district,
school they work at, subject matter they teach, type of teacher they are (general
education, special education, and specialist), and amount of training received in behavior
management. Lastly, ANOVA was conducted in order to determine any differences in
implementation status and perceived importance by various participants scores of selfefficacy and burnout. Through understanding the differences associated with the key
variables, they will provide descriptive information that is relevant to understanding the
primary research questions
Descriptive Statistics for Key Variables
Descriptive statistics were calculated for each of the key variables in this study.
The mean implementation status of evidence-based behavior management practices
reported by the participants was 4.15 (SD=.62), with response options ranging from 1
(Not in place) to 5 (In place). The mean perceived importance of the behavior
management practices was 4.5 (SD=.5), with response options ranging from 1 (Low
importance) to 5 (High importance).
On the Teacher Sense of Efficacy Scale, mean responses were calculated for each
teacher. The mean self-efficacy rating was 6.89 (SD=.88), with response options ranging
from 1 (None at all) indicating low self-efficacy, to 9 (A great deal) indicating high selfefficacy. For subscales, the instructional strategies efficacy subscale mean was 7.46
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(SD=1.02), a mean of 6.96 (SD=1.11) for the classroom management efficacy subscale,
and a mean of 6.24 (SD=1.10) for the teacher student engagement efficacy subscale.
On the Maslach Burnout Inventory – Educator Survey, mean responses were
calculated for each participant on each of the three subscales. The response options
ranged from 0 (Never) to 6 (Everyday) with a high score indicating higher levels of
emotional exhaustion and depersonalization, and lower personal accomplishment. The
mean emotional exhaustion rating was 2.97 (SD=1.36). The mean depersonalization
rating was 1.07 (SD=1.06). The mean personal accomplishment rating was 4.69
(SD=.76). These responses are fairly similar to normative data on the MBI-ES with the
exception of this sample demonstrating lower depersonalization. Previous research in
primary and secondary educators has shown a mean score of 2.36 (SD=1.22) for
emotional exhaustion, a mean score of 2.20 (SD=1.22) for depersonalization, and a mean
score of 4.19 (SD=.86) for personal accomplishment (Maslach, Jackson, & Leiter, 2018).
Additionally, Pearson correlation coefficients were calculated between all main
variables of interest in this study. As shown in Table 1 below, the variables of burnout,
self-efficacy, and behavior management practices are all highly correlated. All of the
burnout subscales along with the self-efficacy total and subscales are significantly
correlated with each other. The largest significant correlates of implementation status are
self-efficacy (.574), classroom management self-efficacy (.598), and perceived
importance (.623). The largest significant correlates of perceived importance are personal
accomplishment (.407), student engagement self-efficacy (.480), and implementation
status (.623). As hypothesized the burnout dimensions and self-efficacy subscales were
significantly correlated with implementation status. However, only the burnout
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dimensions of depersonalization and personal accomplishment were correlated with
perceived importance. In addition, only the total self-efficacy and the efficacy subscales
of student engagement and classroom management were significantly correlated with
perceived importance.
Table 4.1
Pearson Correlation Matrix
Key Variables

1

1. Emotional
Exhaustion

---

2

3

4

5

6

7

8

2. Depersonalization

.586**

---

3. Personal
Accomplishment

-.364**

-.542**

---

4. Self-Efficacy

-.437**

-.414**

.577**

---

5. Instructional Efficacy

-.274*

-.299*

.439**

.788**

---

6. Classroom Management
Efficacy

-.471**

-.405**

.491**

.848**

.506**

---

7. Student Engagement
Efficacy

-.329**

-.315*

.492**

.832**

.468**

.574**

---

8. Implementation Status

-.319*

-.309*

.466**

.574**

.360**

.598**

.450**

---

9. Perceived Importance

-.073

-.314*

.454**

.407**

.190

.325**

.480**

.623**

*p<.05; **p<.01

Differences in Key Variables by Participant Characteristics
This study examined whether there were significant differences in the key
dependent variables of teacher reported implementation status and perceived importance
of evidence-based behavior management practices, and the key independent variables of
emotional exhaustion and self-efficacy, by the measured teacher characteristics.
Specifically, teachers were asked to identify their gender, years teaching, years teaching
in their current district, school they work at, subject matter they teach, type of teacher
they are (general education, special education, and specialist), and amount of training
received in behavior management. These questions were answered through using a one73

9

---

way Analysis of Variance (ANOVA). First, each analysis was tested to see if it met the
required assumptions of ANOVA, and subsequently the appropriate type of ANOVA was
selected. The assumption of homogeneity of variance was assessed through the use of
Levene’s test of equal variance (Levene, 1960). For analyses that met all of the
assumptions, a classic ANOVA was used along with Cohens d as the effect size measure.
For analyses that violated the homogeneity of variance assumption, a Welch ANOVA
was used along with Glass delta () as the effect size measure. Glass delta () is the
recommended effect size measure when there is heterogeneity of variance between
groups (Glass, 1976). For effect size interpretation, it is suggested that .02 indicates a
small effect, 0.5 indicates a medium effect, and 0.8 indicates a large effect (Cohen, 1968;
Glass, McGaw & Smith, 1981).
Prior to analysis of the teacher characteristics, some of the teacher responses were
regrouped. For the teacher characteristic of years teaching and years teaching in their
current districts, teachers answered the question with a numeric value of the number of
years taught. Responses in this area were regrouped into the following 7 groups: 1-5
years, 6-10 years, 11-15 years, 16-20 years, 21-25 years, 26-30 years, and 31-40 years
teaching. For the teacher characteristics of subject taught, teachers wrote in their
responses. Their responses were categorized into the following groups due to limited
responses per subject: Preschool, Elementary, Math, Science/Social studies, English,
Specialists (Art, Music, P.E., etc.), and Multiple subjects.
Implementation Status
Differences in the mean implementation status regarding gender, school worked
at, subject taught, type of teacher, and years teaching in current district were analyzed
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with a classic ANOVA as these tests met all of the required ANOVA assumptions.
However, implementation status was not found to significantly differ based on gender
(F(1, 62) = 3.067, p=.085), school worked at (F(5, 56) = .354, p=.354), subject taught,
(F(6, 55) = 2.081, p=.070), type of teacher (F=(2, 58) = .100, p=.905), or years teaching
in current district (F(5, 58) = .356, p=.386). A Welch ANOVA was utilized to analyze
differences in implementation status by amount of behavior training received and years
teaching as these analyses failed to meet the homogeneity of variance assumption. There
was no significant difference found in implementation status by amount of behavior
training received (F(3, 18.940) = 2.633, p=.080). A Welch analysis of implementation
status by total years teaching showed a significant difference by the total number of years
teachers reported they have taught, 1-5 years (M=3.75, SD=.732), 6-10 years (M=4.154,
SD=.654), 11-15 years (M=4.278, SD=.419), 16-20 years (M=4.283, SD=.340), 21-25
years (M=4.674, SD=.221), 26-30 years (M=4.417, SD=.334), and 31-40 years
(M=3.757, SD=.885), F (6, 22.785) = 3.498, p=.013. A Games-Howell post hoc
comparison indicated there was only a significant difference between teachers who had
taught between 1-5 years and 21-25 years (p=.018), with teachers who had taught 21-25
years reporting higher levels of implementation status than those who had only taught
between 1-5 years. Glass delta () effect size estimates indicated a large effect for the
difference between teachers who had taught 1-5 years and teachers who had taught 21-25
years ( = 1.26).
Perceived Importance
A classic ANOVA was used to analyze the differences in the mean teacher
reported perceived importance of the evidence-based behavior management practices
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regarding total years teaching, type of teacher, and behavior management training
received. However, perceived importance was not found to significantly differ by total
years teaching (F(6, 57) = .888, p = .510), type of teacher (F(2, 58) = .444, p = .644), or
amount of behavior management training received (F(3, 59) = 1.028, p=.387).
A Welch ANOVA was used to analyze the differences in the perceived
importance by gender, school worked at, subject taught, and years teaching in current
district. However, perceived importance was not found to significantly differ by gender
(F(1, 62) = 4.102, p=.075), school worked at (F(5, 56) = 1.635, p=.190), subject taught
(F(6, 55) = 1.410, p=.288), or years teaching in current district (F(5, 58) = 1.518,
p=.260).
Emotional Exhaustion
A classic ANOVA was used to analyze the differences in the mean teacher
reported emotional exhaustion for all teacher characteristics as each analysis met the
required ANOVA assumptions. However the mean reported emotional exhaustion was
not found to significantly differ by gender (F(1, 62) = .203, p = .654), subject taught
(F(6, 55) = 1.955, p=.821), behavior management training received (F(3, 59) = 2.426,
p=.075), total years teaching (F(6, 57) = 1.734, p=.148), and years teaching in their
current district (F(5, 58) = 1.854, p=.470). There was a significant difference found in the
mean teacher emotional exhaustion by school worked at, Preschool (M=2.926,
SD=1.468), Elementary 1 (M=3.433, SD=1.065), Elementary 2 (M=2.478, SD=1.297),
Elementary 3 (M=2.528, SD=1.593), Middle School (M=3.954, SD=1.222), High School
(M=2.361, SD=.991), F(5, 56) = 2.817, p=.024. A Tukey post hoc comparison indicated
there was only a significant difference between the middle school and the high school
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(p=.038), with the middle school teachers reporting a higher mean of emotional
exhaustion. Cohens d effect size estimates indicated a large effect for the difference in
emotional exhaustion between teachers in the middle school and teachers in the high
school (d = 1.26).
Self-Efficacy
A classic ANOVA was used to analyze the differences in the mean teacher
reported self-efficacy for all teacher characteristics as each analysis met the required
ANOVA assumptions. The mean reported self-efficacy was not found to significantly
differ by school worked at (F(5, 56) = 1.164, p=.338), subject taught (F(6, 55) = .772,
p=.595), type of teacher (F(2, 58) = .045, p=.956), behavior management training
received (F(3, 59) = 2.184, p=.099), total years teaching (F(6, 57) = 1.766, p=.123), or
years teaching in their current district (F(5, 58) = .846, p=.523). However, there was a
significant difference found in teacher reported self-efficacy by gender, with females
(M=6.985, SD=.805) reporting higher mean self-efficacy than males (M=6.296,
SD=1.169), F(1, 62) = 4.948, p=.030, d=.687. An additional analysis was run using a
classic ANOVA to see if there were any significant differences teacher reported
classroom management self-efficacy by the amount of behavior management training
received. The results showed there was a significant difference in classroom management
self-efficacy by the amount of behavior management training received, “A little”
(M=6.845, SD=.804), “A moderate amount” (M=6.625, SD=1.175), “A lot” (M=7.283,
SD=1.157), “A great deal” (M=8.250, SD=.661), F(3, 59) = 4.199, p=.012. A Tukey post
hoc comparison indicated a significant difference between teachers who had received “A
little” training and “A great deal of training” (p=.039, d=1.91), and teachers who had
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received “A moderate amount” of training and “A great deal of training” (p=.012,
d=1.705) with teachers who had more amounts of training demonstrating greater
implementation status.
Burnout, Self-Efficacy, and Implementation Status of Evidence-Based Behavior
Management Practices
Model 1
A multiple linear regression was used to investigate if self-efficacy, and the
burnout components of emotional exhaustion, depersonalization, and personal
accomplishment could significantly predict participants implementation status of
evidence-based behavior management practices. The results of the analysis indicated that
the model was a significant predictor of implementation status, F(4, 59) = 8.271, p<.01,
R2=.359. While self-efficacy contributed significantly to the model ( = .108, p<.01), the
burnout components of emotional exhaustion ( = .078, p=.700), depersonalization ( =
.118, p=.923), and personal accomplishment ( = .103, p=.112) did not. This analysis
failed to meet the homoscedasticity assumption and thus robust standard errors are
reported in place of the unstandardized coefficient values to correct for this violation
(Hayes, 2007; Long & Ervin, 2000).
Model 2
A multiple linear regression was used to investigate if the self-efficacy
components of student engagement self-efficacy, instructional strategies self-efficacy,
and classroom management self-efficacy, along with the three burnout components of
emotional exhaustion, depersonalization, and personal accomplishment could
significantly predict participants implementation status. The results of the analysis
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indicated that the model was a significant predictor of implementation status (F (6, 57) =
6.408, p<.01, R2=.403, Adjusted R2=.340. While classroom management self-efficacy
was found to significantly contribute to the model ( = .101, p=.017), the other variables
did not. This analysis failed to meet the homoscedasticity assumption and thus robust
standard errors are reported in place of the unstandardized coefficient values to correct
for this. See Table 2 for a complete list of all coefficient and p values.

Table 4.2
Self-Efficacy, Burnout, and Implementation Status Regression Analysis
Unstandardized
R2
Collinearity
coefficients
Robust
t
p
VIF

Standard
Error
Model 2
.403
Emotional
Exhaustion
Depersonalization

-0.008

0.074

-.103

.919

1.701

0.014

0.118

.116

.908

1.884

Personal
Accomplishment

0.171

0.097

1.759

.084

1.809

Student
Engagement Selfefficacy

0.054

0.074

.724

.472

1.698

Instructional
Strategies Selfefficacy

0.002

0.092

.026

.979

1.492

Classroom
0.247
0.101
Management
Self-Efficacy
VIF = Variance Inflation Factor; *<.05

2.456

*.017

1.943

Model 3
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A moderation analysis was used to investigate if self-efficacy moderated the
strength of the relationship between emotional exhaustion and participants
implementation status. Prior to analysis the assumptions of linear regression were tested.
This analysis failed to meet the homoscedasticity and multicollinearity assumptions.
Multicollinearity was addressed first through centering the variables. This adequately
addressed the violation as the resulting VIF values were below the recommended 10. For
emotional exhaustion the VIF value was 1.29, for classroom management self-efficacy
the VIF value was 1.32, and for the interaction term of classroom management selfefficacy and emotional exhaustion the VIF value was 1.03. The homoscedasticity
assumption was then corrected through reporting the robust standard errors in place of the
unstandardized coefficient values. The results of this analysis showed that classroom
management self-efficacy did not moderate the strength of the relationship between
emotional exhaustion and implementation status ( = .063, p >.05).
Burnout, Self-Efficacy, and Perceived Importance of Evidence-Based Behavior
Management Practices
Model 4
A multiple linear regression was used to investigate if mean self-efficacy, and the
burnout components of emotional exhaustion, depersonalization, and personal
accomplishment could significantly predict participants perceived importance of
evidence-based behavior management practices. The results of the analysis indicated that
the model was a significant predictor of perceived importance, F (4, 59) = 5.896, p <.01,
R2=.286. However, none of the predictor variables were found to be significant
contributors of perceived importance. In addition, the heteroscedasticity assumption was
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violated in this analysis, thus robust standard errors were reported in place of the
unstandardized coefficient values to correct for this.
Table 4.3
Self-Efficacy, Burnout, and Perceived Importance Regression Analysis
R2

Unstandardized
Coefficients


Standard
Error

t

p

Model 4
Emotional
Exhaustion

Collinearity

.286
0.099

0.080

1.237

.221

1.645

Depersonalization -0.096

0.127

-.758

.452

1.880

Personal
Accomplishment

0.184

0.121

1.518

.134

1.804

Self-Efficacy

0.155

0.107

1.453

.151

1.646

VIF = Variance Inflation Factor
Model 5
A multiple linear regression was used to investigate if the self-efficacy
components of student engagement self-efficacy, instructional strategies self-efficacy,
and classroom management self-efficacy, along with the three burnout components of
emotional exhaustion, depersonalization, and personal accomplishment could
significantly predict participants perceived importance of the behavior management
practices. The results of the analysis indicated that the model was a significant predictor
of implementation status (F (6, 57) = 5.280, p<.01, R2=.357, Adjusted R2=.290.
However, none of the predictor variables were found to be significant contributors of
perceived importance. In addition, the heteroscedasticity assumption was violated in this
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analysis, thus robust standard errors were reported in place of the unstandardized
coefficient values to correct for this.

Table 4.4
Self-Efficacy Subscales, Burnout Subscales, Perceived Importance Analysis
Unstandardized
R2
Collinearity
coefficients
Standard
t
p

Error
Model 5
.357
Emotional
Exhaustion

0.103

0.075

1.382

.172

1.701

Depersonalization

-0.103

0.117

-.880

.383

1.884

Personal
Accomplishment

0.175

0.121

1.446

.154

1.809

Student
Engagement Selfefficacy

0.175

0.112

1.556

.125

1.698

Instructional
Strategies SelfEfficacy

-0.068

0.078

-.875

.385

1.492

Classroom
0.039
0.059
Management
Self-Efficacy
VIF = Variance Inflation Factor

.662

.510

1.943

In summary, classroom management self-efficacy was shown to significantly
predict implementation status of evidence-based behavior management practices. In
addition, implementation status was also shown to differ depending on teachers’ level of
emotional exhaustion. A moderation analysis was conducted to determine if self-efficacy
moderated the strength of relationship between emotional exhaustion and implementation
status, however self-efficacy was not found to moderate the relationship. In terms of
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perceived importance, none of the variables were found to have a significant predictive
relationship. However, perceptions of importance were found to differ based on different
levels of teachers’ student engagement self-efficacy and feelings of personal
accomplishment.
Follow-up Exploratory Analysis
This study examined whether there were significant differences in the key
dependent variables of teacher reported implementation status and perceived importance
of evidence-based behavior management practices by grouped ranges of scores of the
independent variables of teacher self-efficacy and emotional exhaustion. These analyses
were exploratory and were conducted following the regression analyses. Several of the
regression models lacked sufficient power and thus questions remained about how
various levels of self-efficacy and emotional exhaustion were associated with the
outcome variables. In order to conduct this type of analysis participants were grouped
based on their score response ranges. Previous research on using the Maslach Burnout
Inventory Educator Survey and the Teacher Sense of Efficacy Scale do not typically use
cut scores or recommend conducting this type of analysis (Leiter & Maslach, 2016). This
is largely due to the fact that these scales represent a continuum of experiences and do not
provide diagnoses. Therefore, grouping and labeling specific scores is not typically seen
in past research. However, from a practitioner perspective it can be useful to understand
how many participants in a population exhibit scores within specified ranges, and if
scores in those specified ranges are associated with important outcomes that could
provide a rationale for targeted interventions of specified groups. Thus, in order to
provide the most useful information to the collaborating school district, participant scores
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on self-efficacy and emotional exhaustion were used to form groups based on low,
medium/low, medium/high, and high ratings of self-efficacy and burnout.
For self-efficacy the participants scores were categorized into four groups, low
range (scores of 1-2.99), medium/low range (scores of 3-4.99), medium/high range
(scores of 5-6.99) and high range (scores of 7-9). These ranges were selected in order to
evenly divide the possible range of responses (i.e., an 8 point scale). In terms of selfefficacy, no teachers reported low range scores in self-efficacy, one reported medium/low
range scores, 35 reported medium/high range scores, and 28 reported high range scores
for self-efficacy. For emotional exhaustion, participant scores were categorized the same
way as self-efficacy and was broken into four groups, low range (scores of 0-1.49),
medium/low range (scores of 1.5-2.99), medium/high range (scores of 3-4.49), and high
range (scores of 4.5-6). Again, these ranges were selected in order to create
mathematically even groups based on the possible range of scores, and to be split into
four groups to be consistent with self-efficacy. In terms of emotional exhaustion, nine
teachers reported low range scores in emotional exhaustion, 21 reported medium/low
range scores, 28 reported medium/high range scores, and 6 reported high range scores in
emotional exhaustion.
Understanding how implementation status and perceived importance are
associated with various ranges of scores in self-efficacy and emotional exhaustion was
answered using a one-way Analysis of Variance (ANOVA). First, the required
assumptions of ANOVA were tested, and subsequently the appropriate type of ANOVA
was selected. The assumption of homogeneity of variance was assessed through the use
of Levene’s test of equal variance (Levene, 1960). For analyses that met all of the
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assumptions, a classic ANOVA was used along with Cohens d as the effect size measure.
For analyses that violated the homogeneity of variance assumption, a Welch ANOVA
was used along with Glass delta () as the effect size measure.
Implementation Status
A classic ANOVA was used to analyze if implementation status differed by the
various self-efficacy and emotional exhaustion ranges reported by teachers.
Implementation status was found to significantly differ by teacher’s self-efficacy (F(2,
.61) = 7.33, p <.01), with teachers who reported medium/high ranges of scores (M = 3.91,
SD = .61) reporting lower implementation status than teachers with high ranges of scores
(M = 4.45, SD = .52). In terms of emotional exhaustion, implementation status was found
to significantly differ by the ranges of emotional exhaustion (F(3, 60) = 4.24, p<.01). A
Tukey post hoc comparison indicated there was a significant difference in
implementation status between teachers who reported low range scores (M = 4.46, SD =
.43) and high range scores (M = 3.41, SD = .64, p < .01, d =1.93), between teachers with
medium/low range scores (M = 4.15, SD = .56) and high range scores (p < .05, d =1.23)
and between teachers with medium/high range scores (M=4.19, SD=.62) and high range
scores (p < .05, d =1.24).
Perceived Importance
A Welch ANOVA was used to analyze if perceived importance differed by
teacher self-efficacy. The results showed there was a significant difference in perceived
importance by ranges of teachers scores in self-efficacy (F(1, 53.84) = 8.344, p < .01,  =
.55), where teachers with medium/high ranges of scores (M=4.37, SD=.58) reported
lower perceived importance then teachers with high ranges of scores in self-efficacy
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(M=4.69, SD=.30). A classic ANOVA was used to analyze if perceived importance
differed by teachers’ levels of emotional exhaustion however, the results showed there
was no significant difference (F(3, 60) = 1.45, p > .05).
In summary, implementation status was found to significantly differ by teachers
scores in emotional exhaustion and self-efficacy. In addition, perceived importance was
only found to differ by teachers scores in self-efficacy and was not found to differ by
teachers emotional exhaustion scores.
Qualitative Data Analysis
Interviews were conducted with 11 teachers to further understand their
perspectives on teacher burnout, self-efficacy, and implementation of behavior
management practices. The interviews lasted between 7 and 20 minutes and were audio
recorded, and then transcribed verbatim. Thematic analysis was used to analyze the data.
Thematic analysis followed the six steps described by Bruan and Clarke (2006):
1. Become familiar with the data.
2. Generate initial codes.
3. Search for themes.
4. Review themes.
5. Define themes.
6. Write the results.
A top-down or theoretical thematic analysis was used as the analysis was driven
by the research question: What themes do teachers discuss related to the relationship
between burnout, self-efficacy, and implementation of classroom management practices?
Coding of the text was conducted using an open coding procedure meaning that codes
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were developed and modified throughout the coding process based on the information
shared directly from participants. Microsoft Excel was used to order, categorize, code,
and interpret the data. The names on the interview documents were coded using the
naming thread of P1 through P11.
The interview transcripts were organized by question for ease of analysis.
Participant responses to each question were then coded for meaningful text, and codes
were analyzed for emerging themes. Emerging themes were then reviewed, and final
themes defined based on the data and fit with the overarching interview question. For
each theme that emerged one exemplar quote was selected that aligned with the definition
and codebook. A detailed example of this process can be found with question 1b. A total
of 13 questions were asked of the participants with several of the questions having two
parts. The following questions were asked of the participants:
1a. On a scale of 1-10 how fatigued and stressed do you feel, with 1 being not stressed or
fatigued and 10 being extremely stressed and fatigued?
1b. What do you think contributes to this?
2a. On a scale of 1-10 how would you rate you attitude toward teaching and students with
1 being a positive attitude and 10 being a negative or cynical attitude?
2b. What do you think contributes to this?
3a. On a scale of 1-10 how effective do you feel as a teacher in your ability to contribute
to your student’s development, with 1 being very effective and 10 being not effective?
3b. What do you think contributes to this?
4. How would you rate self-efficacy on a scale of 1-10 with 1 being very little selfefficacy and 10 being very self-efficacious?
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5a. How much do you think student behavior contributes to feelings of stress and fatigue
on a scale of 1-10, with 1 being none at all and 10 being a great deal?
5b. How do you think chronic feelings of fatigue and stress affect your ability to manage
student behavior?
6a. How do you think chronic feelings of fatigue and stress affect your ability to adopt
new strategies to manage student behavior?
6b. What are the most common strategies you use for behavior management?
7. What additional supports would help you with classroom management?
8. How do you think schools can support teachers who are struggling with chronic
feelings of stress and fatigue?
Participant Demographics and Sample Description
The participants of the qualitative research included 11 teachers from one school
district. Participants were asked seven demographic questions including their gender, the
total number of years teaching, the number of years teaching in their current district,
which school they work at, the subject they teach, the type of teacher they are (general
education, or special education), and the amount of behavior training they have received.
In summary, two teachers were male, and nine were female. Total years teaching
ranged from 3-32 years, and total years teaching in their current district ranged from 2-25
years. Three participants worked in preschool, four teachers worked in elementary
school, two teachers worked in middle school, and two teachers worked in high school.
Six teachers reported teaching multiple subjects, while others taught preschool, social
studies, and foreign language. All teachers identified themselves as general education
teachers. Lastly, two teachers reported they received a little amount of behavior training,
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Table 4.5
Interview Participant Demographics
Participant
Number

Gender

Total Years
Teaching

P1

F

3

Years
Teaching
In
District
3

P2

F

4

3

P3

F

9

4

P4

P5

P6

P7

P8
P9

P10
P11

M

F

M

F

F
F

F
F

18

12

5

7

13
32

27
10

School
Worked At

Subject

Type of
Teacher

Behavior
Training
Received

Middle
School

Multiple
subjects

A lot

Preschool

Preschool

General
education
General
education

Moderate
amount

Elementary3

Multiple
subjects

General
education

Moderate
amount

Highschool

Multiple
subjects

General
education

Moderate
amount

Elementary 3

Multiple
subjects

General
education

Moderate
amount

Middle
School

Social
studies

General
education

A little

Preschool

Preschool

General
education

Moderate
amount

Elementary1

Multiple
subjects

General
education

A little

High School

Foreign
language

General
education

Moderate
amount

Elementary2

Multiple
subjects

General
education

A lot

Preschool

preschool

General
education

A lot

6

18

9

5

2
13

21
25

six teachers reported they received a moderate amount of behavior training, and three
reported they received a lot of behavior training. A complete description of the interview
participants demographics can be seen in Table 4.5.

Interview Participants Quantitative Findings
Generally, the sub sample of interview participants were very similar to the
overall sample in terms of mean scores on all key variables. The mean scores within the
qualitative sub sample were within one standard deviation to the overall sample. For a
complete description of each participants score on the key variables please see table 4.6.
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Table 4.6
Interview Participant Mean Scores on Key Variables
Impl.
Status
P1
P2
P3
P4
P5
P6
P7
P8
P9
P10
P11
Sample
Mean

Importance

SE

ISSE

CMSE

EE

DP

PA

4.81

4.67

6

6.75

7.75

4.33

0.8

5.13

4.74

4.78

7.75

8

6.5

2.22

0.2

4.75

4.56

4.33

7.5

7.5

8.5

1.22

0

4.75

3.81

2.7

3.75

8

6.5

1.56

2

5

4.7

4.63

8

8.75

8.5

1.56

1.4

4.63

3.04

3.59

4.75

6.5

6

5.44

1.6

3.88

4.07

4.56

4.75

6.75

4.75

3.33

0.8

4.13

4.15

4.56

6.5

6.75

6.5

4.33

2

4.5

3.7

4.67

5.5

7.5

7

3.22

0.4

4.88

4.93

4.63

7.75

9

9

1.44

0.8

5.5

4.67

5

8.5

8.5

8.5

1.56

0.2

5

4.28

4.37

6.43

7.63

7.27

2.74

0.92

4.74

Impl. Status is implementation status; Importance is perceived importance; SE is selfefficacy; ISSE is Instructional Strategies Self-Efficacy; CMSE is Classroom Management
Self-Efficacy; EE is emotional exhaustion; DP is depersonalization; and PA is Personal
Accomplishment; Implementation and importance are on scale of 1-5, SE is on a scale of
1-9, and EE, DP, and PA are on a scale of 0-6.
In addition, interview participants were also asked three ranking questions in the
interviews. Results are as follows:
Question 1a: On a scale of 1-10 how fatigued and stressed do you feel, with 1 being
not stressed or fatigued and 10 being extremely stressed and fatigued?
This question was asked in order to understand participants experience with
emotional exhaustion, as described by their experienced stress and fatigue in their own
words. When asked this question, participant responses ranged from 1-10 with a mean
response of 5.23. The mean rating on the quantitative emotional exhaustion scale was
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2.74, with a scale from 0-6. In order to compare this rating to the quantitative data, each
score was divided by the total scale in order to establish a percent rating of severity (i.e.
5.23/10=.523, 2.74/7=.39). The qualitative rating was found to equal 52.3% and the
quantitative rating was found to equal 39%, indicating more severity was identified in the
qualitative sample than the quantitative. Because these scales were not directly
comparable, all findings should be interpreted with caution. Three participants shared
beyond the question and stated that their stress and fatigue changes over time.
Question 2a: On a scale of 1-10 how would you rate your attitude toward teaching
and students with 1 being a positive attitude and 10 being a negative or cynical
attitude?
This qualitative question was asked in order to understand participants
experience with the burnout component of depersonalization as described by their
experience with cynical attitudes towards teaching and students in their own words.
When asked this question, participant responses ranged from 1-10 with a mean response
of 3.05. The mean rating on the quantitative depersonalization scale was 0.92 with a scale
from 0-6. In order to compare this rating to the quantitative data, the same method above
was applied. The qualitative rating was found to equal 30.5% and the quantitative rating
was found to equal 13%, indicating more severity was identified in the qualitative sample
than the quantitative.
Question 3a: On a scale of 1-10 how effective do you feel as a teacher in your ability
to contribute to your students’ development, with 1 being not effective and 10 being
very effective?
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This qualitative question was asked to understand participants experience with the
burnout component of personal accomplishment in their own words. When asked this
question, participant responses ranged from 1-10 with a mean response of 7.59. The mean
rating on the quantitative personal accomplishment scale was 4.74 with a scale from 0-6.
In order to compare this rating to the quantitative data, the same method above was
applied. The qualitative rating was found to equal 75.9% and the quantitative rating was
found to equal 67.7%, indicating greater personal accomplishment was identified in the
qualitative sample than the quantitative.
Question 4: How would you rate self-efficacy on a scale of 1-10 with 1 being very
little self-efficacy and 10 being very self-efficacious?
This qualitative question was asked in order to understand participants experience
with self-efficacy in their own words. When asked this question, participant responses
ranged from 3-10 with a mean response of 7.31. The mean rating on the quantitative selfefficacy scale was 7.09 with a scale from 1-9. In order to compare this rating to the
quantitative data, the same method above was applied. The qualitative rating was found
to equal 73.1% and the quantitative rating was found to equal 78.7%, indicating a fairly
comparable rating of self-efficacy between the two groups, but with the qualitative
sample identifying slightly less self-efficacy than in the quantitative sample.
Overall, when comparing the interview participants to the larger quantitative
sample on these ranking questions, the interview participants identified more severe
emotional exhaustion and depersonalization, greater personal accomplishment, and
similar levels of self-efficacy.
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Question 5a: How much do you think student behavior contributes to feelings of
stress and fatigue on a scale of 1-10, with 1 being none at all and 10 being a great
deal?
When asked this question, participants responses ranged from 5-10. The mean
rating was 9, with a mode of 10. Overall, the interview participants identified that student
behavior significantly contributes to their stress and fatigue.
Qualitative Findings
Question 1a: On a scale of 1-10 how fatigued and stressed do you feel, with 1 being
not stressed or fatigued and 10 being extremely stressed and fatigued?
Question 1b: What do you think contributes to this?
When asked what contributes to their feelings of fatigue and stress, participants
discussed a range of topics that included work demands, limited resources, and external
factors they experienced. Final themes were defined through the process of comparing
codes, selecting consistent codes, reviewing times cited, creation of emerging themes,
and editing of emerging themes to best reflect all aspects of the data gathered in response
to the question. After initial coding, nine codes were used, and three major themes were
developed. One participant referenced the stress they experience from working in a
turnaround school; however, because this was only referenced once it did not emerge as a
theme.
Theme 1: Job Demands.
Job demands was defined as the tasks and duties teachers deal with in their role.
Within the overall theme of “Job Demands”, three specific types of demands were
identified and found to represent unique stress caused to the participants. This theme and
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subthemes emerged and were defined after 10 separate references were made by 8
participants to the specific demand’s teachers deal with, and the stress associated with
these demands. The three subthemes are (a) multifaceted job, (b) challenging student
behavior, and (c) Student academics.
Subtheme 1. Multifaceted Job. Multifaceted Job was defined as multiple roles
teachers are expected to perform. Multifaceted job incorporates the codes of time and
multifaceted job with each code referenced by two participants and a total of four
separate references for this subtheme. These four participants reported on several job
demands they consider at once and the hardship in meeting multiple demands within the
time they are given.
“I mean, I think because it's like a multi-faceted job, I'm working for the
students, I'm working for my principal, I'm working for the superintendent
and the district and parents and sort of how do you find the balance within
those different levels?” (P3).
“Lack of time in the school day to take care of what needs to get taken
care of. And that's everything from curriculum to meeting with students to
going to the bathroom. You just don't get to meet either your physical
needs or just the needs of your job” (P9).
Subtheme 2. Challenging Student Behavior. Challenging Student Behavior was
defined as the way in which a student conducts themselves that interferes with teaching
and learning. Challenging Student Behavior was referenced four times by four
participants and included two general references and two specific references to student
behavior. The general references simply stated, “student behavior,” and the more detailed
references described the hardship of dealing with students with extreme emotional issues,
and the hardship of dealing with behaviors repeatedly.
“I think just sometimes, the consistent reteaching of strategies….
sometimes it can occasionally become monotonous or if you’re dealing
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with behaviors over and over again, it kind of begins to take a toll on you,
especially if you’re dealing with behavior on a consistent basis” (P2).
“I just feel like I had a class with kids with just other extreme emotional
issues. . . one student became homeless, two of my students went to the
partial hospitalization, and there's just been a lot of that kind of stuff” (P8).
Subtheme 3. Student Academics. Student Academics was defined as readying
students to meet academic requirements. Student Academics was referenced twice by two
participants and included both a general reference to academic challenges as a source of
stress, and a more specific reference detailing the stress they experience. Participant 10
described the emotional experience readying students academically for standardized
testing.
“And then as you get closer and closer to MCAS testing and the pressure
of getting students ready to take a test that you know they're
developmentally not ready to do and you know you're being judged and
the kids aren't ready. And then you go into testing mode. It's very
stressful” (P10).
Theme 2: Limited Support.
Limited Support was defined as a lack of the supports teachers rely on to be
successful. This theme incorporated three codes: administrative support, parent support,
and adult support in the classroom. This theme emerged and was defined after seven
references were made by four participants.
“I'd say lack of support. We're short all the time, we lost a para in our
classroom and then, if someone's out, then we're down two paras because
there's never any subs” (P7).
“Lack of understanding by parents” (P11).
“getting mixed messages on how to deal with the (student) behaviors and
feeling what you're doing is not correct, but not being supported in how to
do the correct way or the expected, correct way” (P7).
Theme 3: Personal Factors.
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Personal Factors was defined as stressors teachers experience outside of their job
that carry over into their experienced stress at work. Two participants referenced these
factors as contributing to their stress. Specifically, they discussed the added stress of an
additional job, and stress that carries over from their divorce.
“So I think my stress level is a little bit higher just because of my other job”
(P10).
“I am in a divorce scenario where it was abusive, so when I have days that he's on
me, emailing me or texting me, then I can go right to extremely stressed” (P5).
Question 2a: On a scale of 1-10 how would you rate you attitude toward teaching
and students with 1 being a positive attitude and 10 being a negative or cynical
attitude?
Question 2b: What do you think contributes to this?
When asked what contributes to their attitudes towards students and teaching,
participants discussed a range of topics that included both factors that contribute to their
cynicism, and factors that help prevent it and contribute to more positive attitudes. One
theme was identified related to factors contributing to cynicism, and two themes were
identified related to factors that help protect teachers from cynicism. One participant
referenced global factors outside of their control such as budget deficits, and the current
state of public education as a factor contributing to their cynicism, and another participant
referenced teaching as a noble profession, however, as these ideas were only discussed by
one participant each they did not emerge into themes.
Theme 1: Challenging Student Behavior.
Challenging Student Behavior was defined as the way in which a student conducts
themselves that interferes with teaching and learning. Overall, five references were made
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to challenging behavior by five participants. Two participants discussed the difficulty of
teaching when student behaviors are constantly interrupting teaching, limiting the types
of activities that are feasible, and taking away from the aspects of their job they love the
most. In addition, three participants discussed their frustration with how their
administration responds to challenging student behavior. These participants referenced
inconsistency in their administrator’s response to the same behaviors and feeling alone
and not supported when challenging behavior occurs.
“I feel like I'm pretty cynical. Not so much caring. I used to get, this time of year,
really want to have fun with my class and really look forward to the field trips.
And I'm dreading a field trip. I don't even know. I haven't even finished making
plans for one because I'm trying to figure out how it's all gonna work with these
behaviors” (P8).
“I know the other day we had some major behavior issues happen and I felt like
the support, basically, was telling me it was my fault and I was doing it wrong and
then I went home and was just thinking, I don't think I could do this forever” (P7).
Theme 2: Teacher Student Relationships.
Teacher Student relationships was defined as the relationship a teacher develops
with their student. Three references were made by three teachers who discussed how
much they value knowing their students, how it allows them to have empathy, and to
enjoy the work they do. Student relationships in this lens is seen as a protective factor
against cynicism.
“It's at times very frustrating and to step back and say you just have to remember
that these children, especially in this building, have a lot of issues, that you just
have to keep remembering maybe they didn't eat last night, maybe they slept on
the floor last night. And once you say that to yourself, you have a tendency not to
get so stressed out or angry” (P10).
“I think gaining a relationship or just getting to know them more on a personal
level and just an educational level as well” (P2).
Theme 3: Student Growth
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Student Growth was defined as the progress students make academically or
behaviorally. Four references were made by four teachers who discussed different aspects
of student growth and how this growth encourages them in their work. Specifically, they
discussed academic growth, behavioral progress, and a general love of helping kids learn
and all the possibilities that are present with children. In this aspect, student growth is
considered a protective factor against developing cynical attitudes.
“I like when I’m assessing kids and I see their growth. It can be really exciting”
(P5).
Question 3a: On a scale of 1-10 how effective do you feel as a teacher in your ability
to contribute to your students’ development, with 1 being not effective and 10 being
very effective?
Question 3b: What do you think contributes to this?
When asked what contributes to their effectiveness in their ability to contribute to
their students’ development, participants discussed a wide range of topics that included
both factors that help in their effectiveness and factors that limit their effectiveness, but in
general had limited consistency across participants. One participant discussed how
important it is to have the necessary supports and resources to feel successful in
contributing to their students’ development, however, because this idea was only
mentioned by one participant it did not develop into a theme. Overall, three themes were
identified which can be viewed through the lens of external and internal factors.
Theme 1. Student Home Life.
Student home life was defined as the setting, events, and supports students are
exposed to and receive outside of school. Four references were made by four participants
who discussed student home life as a barrier to feeling effective in contributing to their
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students’ development. These participants discussed the difficulty they experience when
students’ parents do not reinforce their students learning, or reinforce the same values the
school does, and the lack of control teachers feel over this aspect in their students’ life. In
addition, participants discussed the tremendous stressors some students experience and
bring in to school which affects their ability to learn such as broken homes, poverty, and
trauma. Student home life is an external factor that teachers do not have control over.
So I feel effective but, if a kid comes here with a broken home, and a messed up
family, and there's poverty, and they happen to skip some grades reading, and
they have behavior problems and all that stuff. Them spending 180 days with me
for 50 minutes is like you can do some things, but let's not get crazy (P4).
Theme 2. Student Level Factors.
Student level factors was defined as domains of student functioning that limits or
interferes with teaching. Four references were made by four teachers who discussed
different aspects of student functioning that include student motivation, student behavior,
social dynamics amongst students, and diverse student needs. These teachers reported on
how when motivation is lacking, when behavior is challenging, when events happen
between children during the day, and when students have many different areas of need, it
reduces teachers’ feelings of effectiveness in contributing to their students’ development.
These factors were described by the teachers as external and something they did not feel
they had control over.
“I'm not able to teach the curriculum the way I would like. I am not able to do
group work right now because I can't, we don't have really a culture of success.
The level of opting out is extraordinary right now. I've had students refuse to
work on the second day of school. Like it is baked in right now and that's become
a real problem” (P6).
Theme 3. Clear Expectations for Students.
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Clear expectations for students was defined as the routines and rule teachers have
for their classrooms that are explicitly taught. Two participants discussed how having
consistent and clear routines and expectations allows their students to know what to
expect and pushes them to be successful. Clear expectations is then considered an
internal factor that teachers have control over.
“We have a plan in here. It's a routine. The kids know what's expected of them,
whether that be their academics. When they hand something in to me and the
handwriting is terrible, I say, "I'm not taking that." So they know what's expected
of them. They know what to anticipate for their workday when they come in the
door. I think that that makes for an effective day” (P5).
Question 5b: How do you think chronic feelings of fatigue and stress affect your
ability to manage student behavior?
When asked how chronic feelings of fatigue and stress affect their ability to
manage student behavior, the participants identified two main ideas that centered around
how it limits some teachers’ abilities, and how some teachers adapt their expectations to
adjust to the situation. One teacher reported that it does not affect their behavioral
management, however as this idea was only referenced once, it did not develop into a
theme. Overall, teachers were fairly consistent in the ideas they identified.
Theme 1. Limits Effectiveness.
Limits effectiveness was defined as a decrease in teachers’ abilities to effectively
manage student behavior. This theme and two subthemes emerged and were defined after
14 separate references were made by 9 participants to the specific limitations that
teachers face when managing student behavior with chronic feelings of stress and fatigue.
The two subthemes are: (A) Limits Tolerance, (B) Limits Strategies.
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Subtheme 1. Limits Tolerance. Limits tolerance was defined as a decrease in a
teachers’ ability to withstand challenging behavior and respond in a calm and appropriate
manner. This subtheme was referenced nine times by seven participants. Teachers
discussed how it is hard for them to stay calm in the face of challenging behavior, have
patience, and maintain a positive outlook for their students.
“I may not have as much of the patience. I might send her to a buddy room sooner
than I could have otherwise coped with.” (P5)
“It makes it hard to keep your cool, a lot of the kids that are having these
behaviors need someone that can stay calm and cool all of the time, but when
you're dealing with the behaviors all of the time, it's hard to always stay like that.”
(P7)
“It can make you far more grouchy, and you have to really stop and pause and
say, ‘I cannot treat these kids the way they're probably treated at home.’” (P10)
Subtheme 2. Limits Strategies. Limits strategies was defined as a reduction in
the strategies teachers use to effectively manage student behavior. This theme was
referenced 5 times by four participants. Teachers discussed how they are not sure how to
handle challenging behavioral situations, and how it can affect their planning which then
has a less desirable effect on student behavior.
“Just having confidence in your students that okay, they are going to be able to
handle this and there's not going to be these issues. But when there's fear of
behavioral problems arising all the time it holds you back from doing lots of
activities and you kind of get, I feel like this year I just kind of got into this
rhythm of just, okay, I'm just going to do what's very predictable and the easiest
thing to plan because, only because so many of my plans have been thrown out
the window. So it is, and I think that in turn might cause kids to act out more”
(P8).
“If you are cynical, if you are tired, if you are completely done, it can feel like
every little behavior in your room is sort of like the Titanic sinking and what are
we going to do at this point?” (P3).
Theme 2. Adapt Expectations.
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Adapt expectations was defined as a teachers’ readjustment of what they can
expect from their students and how they will respond given challenging behavior. This
idea was referenced three times by three participants. They discussed how when
challenging behavior occurs, they adjust and adapt their expectations for their students as
a way to cope with and support challenging behavior.
“I think sometimes you get frustrated and you just think that the kids should abide
by what you have in place. Then I think that I'm pretty good about knowing that
StudentName just needs some space and if she's not going to get her work done
for the morning, that's just the way it's going to be. So I think I can adjust” (P5).
Question 6a: How do you think chronic feelings of fatigue and stress affects your
ability to adopt new strategies to manage student behavior?
When asked how chronic feelings of fatigue and stress affect their ability to
adopt new strategies, the participants discussed how it can affect their openness and
likelihood of implementing strategies, and how these strategies often feel more difficult
to implement. Overall, the participants expressed similar ideas.
Theme 1. Increases Difficulty with Implementation.
Increases difficulty with implementation was defined as the increased hardship
teachers experience when they are implementing something new and the difficulty
implementing the new strategy with appropriate fidelity. This idea was referenced seven
times by four participants. These participants discussed how when you are overwhelmed
and something new is added, it is very difficult to take the new thing on. Several
participants also referenced how fatigue and stress effects the quality of implementation
and that many strategies when adopted under significant strain are not often implemented
the way they are supposed to be, and thus are not as effective or sustained.
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“I think it affects the implementation. If I'm tired, I'm not as alert and aware”
(P6).
“Where it's like when your brain is too full, you don't adopt the strategy the
appropriate way, so you're just throwing things at kids to be like, do this instead.
And then, because I heard this worked, and it's like you can't just throw super
improvers out there. It took three months for us to like get that system in place,
but when you're grasping at straws, it can really be thrown at kids. That's not
really the actual tool that's been given to you” (P3).
Theme 2. Increases Resistance to Strategies.
Increases resistance to strategies was defined as a lack of openness to, and
willingness to implement behavior management strategies. This idea was referenced four
times by four participants. Participants discussed that when they are under significant
strain and new strategies are given to them, they have a hard time being open minded,
have a hard time not feeling overwhelmed by adding something new, and how they resort
to older strategies because that’s what they know how to do.
“I think it's just unfair to throw anybody something new when they are in a really
terrible place. So I think that if I was at the height of my stress where I was just
done as I had just finished escalating a child, I don't think that it would be very
effective to give me something new” (P11).
“I think you tend to, as we all do in a time of stress, you go back to what you
know. You're not willing to be open-minded. When things get stressful, we revert
back to behaviors we learned a long time ago” (P4).
Theme 3. Increases Openness to Strategies.
Increases openness to strategies was defined as a teachers' desire and
receptiveness for new ideas and strategies. This idea was referenced four times by four
participants. Participants discussed how they would seek new strategies and find them
helpful if they are dealing with challenging behavior and feeling very stressed. One
participant reported that chronic feelings of stress and fatigue can make them feel more
open or closed off to new strategies depending on the supports they have.
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“If I had an issue with chronic stress then I would want to adopt some sort of
coping ability to be able to navigate both my professional and personal life.
Learning to handle the stress would allow me to manage all classroom behaviors.
I think I might be equally receptive to classroom techniques because I’d be
looking for ways to help my professional life and make that part of my day
easier” (P5).
“When you're stressed out already, I mean you have this sense of, okay, please
give me some ideas so I can make something better. You have part of you is kind
of, it's happy, Oh let's try this new thing” (P9).
Question 6b: What are the most common strategies you use for behavior
management?
When asked to discuss the most common strategies they use for behavior
management, participants discussed a wide range of behavior strategies. From the data
two themes were developed, with one theme containing six subthemes. The two themes
are Student Consequences, and Preventative Strategies. There were a few additional
strategies identified however as they were only identified once, they did not develop into
larger themes. These strategies included having additional adult support in the classroom,
using shame, and being assertive towards students.
Theme 1. Student Consequences.
Student Consequences was defined as the strategies teachers use following
misbehavior. This idea was referenced 12 times by six participants. Teachers discussed
using loss of privileges, logical consequences, using timeouts inside and outside the
classroom, and reflecting with students on behavior privately and publicly.
“I actually sit down with the kids a lot of times and ask them if they notice what
they're doing. That's my first question, "Do you realize what you're doing?," or,
"Do you notice that you did this?" And a lot of times, they don't know. So, it's this
impulsive behavior. And then, I go from there” (P1).
“I have the whole philosophy, you break it, you fix it” (P8).
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“I also use buddy rooms. I also, I rarely use take a break in the classroom. I've
used it, but I more frequently separate the child from whatever the issues are to
refocus themselves” (P5).
“I hold kids in for lunch or recess” (P1).
Theme 2. Preventative Strategies.
Preventative Strategies was defined as strategies teachers use that decrease the
likelihood that challenging behavior will occur. Overall, preventative strategies were
referenced 37 times by 11 participants, some with specific references which generated the
six subthemes, and some general references to trying to prevent behavior. Some ideas
that did not fit into any of the subtheme’s themes include the use of fidgets, and
movement breaks, and being selective about what battles to pick with students.
Subtheme 1. Environmental Strategies. Environmental strategies was defined as
the tools in the environment teachers use to manage student behavior. This idea was
refenced six times by four participants. These teachers discussed how the physical layout
of the classroom is important for managing behavior, along with having a welcoming
environment, having quiet space in their classroom, and paying attention to physical
placement of students in the classroom.
“Definitely a lot of thought into placement where they are sitting, proximity”
(P8).
“We have assigned seats a lot of the time” (P7).
“A warm environment, safe, secure environment” (P2).
Subtheme 2. Clear Expectations for Students. Clear expectations for students
was defined as the routines and rule teachers have for their classrooms that are explicitly
taught. This idea was referenced four times by three teachers. They discussed both the
importance of having clear expectations and teaching the expectations.
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“Well, I say all the time, before, ‘This is what I expect,’ I tell them ahead of time.
Then I will tell them, "I'm going to give you one warning." So I'm very proactive”
(P10).
“Every morning somebody goes over the five rules” (P3).
Subtheme 3. Social Emotional Learning. Social Emotional Learning was
defined as the use of strategies that build on children’s understanding and management of
emotions. This idea was referenced six times by four participants. The participants
discussed how they rely on the use of social skills curriculum or specific programs such
as the Responsive Classroom approach, and Super Improvers from whole brain teaching.
They also talked about teaching mindfulness, self-regulation, and gratitude.
“So I'm trying to, almost teach them a little bit trying to wait or mindfulness”
(P8).
“I still have stuck to the Responsive Classroom, like type of work and that model”
(6).
Subtheme 4. Positive Reinforcement. Positive Reinforcement was defined as
teachers use of praise and positive acknowledgement for desirable student behavior. This
idea was referenced seven times by four participants and included general references to
positive reinforcement, and more specific references connected to acknowledging
classroom rules.
“I'm highlighting those positives all the time. If I see you using invincible grit, if I
see you using glorious kindness, I'm highlighting that like, wow, that's one of our
rules. I can't even believe that. That's amazing. That's a super improvement right
there” (P3).
“When they're doing something right we reinforce that as much as possible” (P8).
Subtheme 5. Teacher Student Relationships. Teacher Student relationships was
defined as the relationship a teacher develops with their student. This idea was referenced
five times by three participants. The participants discussed how much they rely on
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knowing their students and having rapport with them in order to effectively manage
behavior.
“Number one on the list is getting to know my students so that I know things
about them. I know their parents. I know what they do for extracurriculars. I know
what they did in their last class because one of their teachers told me. I try to be
somebody who gets them as much as I possibly can” (P9).
“Also, there's like the, it's a cheat word, but rapport. If you have a rapport with the
kids, then you're able to reel them in more” (P4).
Subtheme 6. Home School Communication. Home school communication was
defined as the communication between teachers and parents. This idea was referenced by
two different participants. They discussed the importance of keeping parents informed of
what is going on.
Question 7: What additional supports would help you with classroom management?
When asked what additional supports would help them with classroom
management, the participants identified several resources that would be beneficial. From
the data five themes were developed. Three ideas were only referenced once and did not
form into larger themes. These ideas included increased home school partnerships, strict
consequences for student behavior, and clear rules and expectations.
Theme 1. Professional Development.
Professional development (PD) was defined as professional training and guidance
teachers receive. This idea was referenced five times by three participants, and included
ideas about more training, training specific to unique needs such as demographics or
behavior, a need for quality PD, the importance of having the time for PD, and also
longer mentorships.
“I think professional development of any kind, good professional development,
whatever that means. Time for professional development” (P3).
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Theme 2. Social Emotional Learning and Behavior Resources.
Social Emotional Learning (SEL) and Behavior Resources was defined as
personnel and curriculum resources that support student SEL and behavior. This idea was
referenced five times by three participants. The participants discussed how they would
like to have more people available to do small social groups, more SEL curriculum and
support with the curriculum, and generally more people readily available such as
behaviorists, school psychologists, or social workers.
“Having somebody that I can go to and say, ‘Hey, I'm looking for a stronger
social skills curriculum, or I'm looking for more resources for self-regulation or
even materials’" (P2).
Theme 3. Additional Adult Support.
Additional Adult Support was defined as having more staff in the building to
support teachers and students. This idea was referenced four times by four participants.
The participants discussed the importance of having proper staffing, having staff you can
go to for support, and having more paraprofessionals in the classroom.
“So definitely I think adult support having Paras in the classroom help” (P8).
Theme 4. Administrative Support.
Administrative Support was defined as school administration responding to and
supporting teachers when problems arise. This idea was referenced three times by three
participants. These participants discussed similar ideas and talked about how important it
is for administration to not only take their concerns seriously and for teachers to feel
respected, but also for administration to respond in an efficient and rapid manner which
allows teachers to receive support with the issues as they are happening.
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“When I can voice my concerns, if they were listened to seriously and followed
through on and I wasn't the one forced to do every single step, in terms of
contacting parents, contacting agencies. That would be really beneficial” (P11).
Theme 5. Logistical Resources.
Logistical Resources was defined as organizational or material resources. This
idea was referenced four times by two participants, and included the ideas of smaller
class size, more technology, adequate classroom space, and personal time during the
school day such as prep periods.
“Well for one thing, as a teacher, if you have prep time and think time and human
being time, it should not be cut into all the time with all these other things. You
have to prepare your mind and your body to be able to teach students, and if you
don't get it you can't do it” (P9).
Question 8: How do you think schools can support teachers who are struggling with
chronic feelings of stress and fatigue?
When asked how schools can support teachers who are struggling with chronic
feelings of stress and fatigue, the participants identified several ideas. From the data three
key themes were developed, with one theme including three subthemes. Four ideas were
mentioned that were only referenced once and did not form into larger themes. These
ideas included additional resources for behavior, teacher autonomy, class size, and
broadly school reform.
Theme 1. Supportive Communities.
Supportive Communities was defined as an environment that supports teachers
and their wellbeing. Teachers referenced needing supportive communities 14 times, with
three unique areas of support identified.
Subtheme 1. Teacher Connections and Collaboration. Teacher connections and
collaboration was defined as the teachers’ ability to connect on both a personal and
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professional level. The ideas for this subtheme were referenced six times by four
participants. Teachers discussed wanting to feel more like a team, being able to be there
for each other personally, and being able to learn from each other professionally.
I think a lot of the issues are also amongst the staff, somehow building up the
morale of
the staff, as a whole, and feeling like a team and working together, and just staffbuilding experiences, collaboration. I think if we had more time to talk together in
positive ways and collaborate, overall, the morale would come up, which would
help the stress level (P7).
“But we need to share with our staff. So if you know that someone's parent is
dying or their baby is not staying asleep at night or you're running to daycare, that
really helps and to know that all of us are in those places at some time in our life”
(P10).
Subtheme 2. Culture for Self-Care. Culture for Self-Care was defined as the
resources that support and encourage teachers to engage in self-care. This idea was
referenced five times by four participants. Participants discussed how they would like
time for self-care, activities and norms that support teacher health like walking on their
lunch break or asking for help when they need it, feeling that it is acceptable to use sick
days for mental health days, and the importance of having opportunities for teachers to
check in about mental health.
“Time for self-care. And the cultural norm is that you stay late and you come
early and you work all the time, you take work home. You can say this if you
want to, one of the reasons that I'm retiring is that it's just not good for my health.
I've been doing it a long time and I have persevered but not without a toll. And I
don't want my life to be just more than persevering” (P9).
“So make sure that it's not a negative asking for help” (P10).
Subtheme 3. Teacher Appreciation. Teacher Appreciation was defined as
teachers feeling valued for their work. This idea was referenced three times by three
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participants in the data. Participants discussed a general desire to feel more appreciated
for all of their hard work.
“I feel like we build up our kids all the time, but we also need to build up our
teachers. They really need to be recognized for their efforts and celebrated when
celebration is due. Just appreciated a little bit more by each other and by other
people in the building who you see every day what we go through” (P11).
Theme 2. Professional Development.
Professional development (PD) was defined as professional training and guidance
teachers receive. This idea was referenced four times by three participants in the data.
Participants discussed how they feel there needs to be more professional development
training, ongoing professional development, and stronger mentorship programs.
“Definitely in the beginning, when they're first hired on, having that mentorship
program taking two weeks to do new teacher orientation, to really give the layout
of the physical space of the school, the layout of the classroom, and also letting
those new folks talk to teachers that have already been teaching for a while” (P1).
Theme 3. Additional Adult Support.
Additional Staff was defined as having more staff in the building to support
teachers and students. This idea was referenced three times by three participants, and they
discussed the general benefit of having more staff in the building to meet students’ needs
and support teachers in their jobs.
“And, always, the more staff, the more people, the more hands helping, the easier
the situations are that stress us out, often” (P7).
Summary of Qualitative Findings
From the 11 interviews, a total of 180 meaningful units of text were coded with
67 unique codes. From this, a total of 24 themes and 14 subthemes were developed. For
a complete list of themes, subthemes, codes, and number of references per code, please
see Appendix D. Some ideas generated by the teachers came up in more than one
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question and included the constructs of student behavior, administrative support,
additional adult support, clear expectations for students, social emotional learning,
professional development, home school communication, and teacher student
relationships. A complete description of the qualitative findings, and an integrated
discussion with quantitative findings can be found in Chapter V.
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CHAPTER V
DISCUSSION
Overview
The purpose of the present study was to examine the relationship between the
primary burnout component of emotional exhaustion and teacher self-efficacy, and the
outcome variables of perceived importance and self-reported implementation status of
evidence-based behavior management practices. Through both quantitative and
qualitative methods this study aimed to identify if there is a predictive relationship
between teacher self-efficacy and emotional exhaustion on implementation status or
perceived importance of behavior management practices, and to understand the themes
that teachers discuss in regard to burnout, self-efficacy, and classroom management. This
chapter will provide an overview of the study findings and their connection to previous
research, an integrative discussion of the quantitative and qualitative findings, as well as
implications for the field, limitations of the study, and recommendations for future
research.
Summary of Findings and Implications
Quantitative Findings
Implementation Status
Self-reported implementation status of evidence-based behavior management
practices was the first outcome variable of interest. Self-reported implementation status is
an important variable of study as it has been shown to be closely associated with actual
implementation practices (Clunies-Ross et al., 2008). Several variables were examined in
relation to implementation status including looking at differences by participant
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demographics through ANOVA, and correlational analyses of all key variables. Findings
from the current study showed that implementation status did not differ by gender, school
worked at, subject taught, type of teacher, or years teaching in their current district.
Implementation status was found to differ in the participants only by the number of years
they taught, with significantly lower levels of implementation status reported for
beginning teachers (0-5 years), and higher levels of implementation reported for
experienced teachers (21-25 years). Teachers self-reported implementation status
generally increased the longer teachers had taught, however at 26 years and above,
implementation status began to decline. This finding aligns with previous research as
self-efficacy has been shown to generally increase with years teaching (Wolters &
Daugherty, 2007), and Klassen and Chiu (2010) specifically found that self-efficacy
increased between 0-23 years, and then began to decline. They hypothesized this decline
was due to a decline in motivation generally shown later in their careers. Correlational
analyses showed that implementation status was significantly correlated with perceived
importance and with all burnout and self-efficacy components, with the strongest
relationships demonstrated with classroom management self-efficacy.
Multiple linear regression was used to analyze the first and second research
questions which examined whether teacher self-efficacy and the burnout component of
emotional exhaustion predicted participants self-reported status of implementation of
evidence-based behavior management practices. The results of the linear regression
showed that self-efficacy significantly predicted implementation status, while emotional
exhaustion did not. Upon further analyses of self-efficacy at the subscale level, classroom
management self-efficacy was the only subscale to demonstrate a significant predictive
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relationship. It was hypothesized that both self-efficacy and emotional exhaustion would
significantly predict implementation status based on previous literature demonstrating
similar relationships (Reinke et al., 2013), therefore the hypothesis was only partially
supported.
While the finding that classroom management self-efficacy significantly predicted
self-reported implementation status of evidence-based behavior management practices
has not been directly shown before, it aligns with Social Cognitive Theory. Social
Cognitive Theory asserts that self-efficacy is the belief in one’s abilities, and it develops
through vicarious experience, verbal persuasion, mastery experiences, and cognitive
processes. It influences the goals people set for themselves and the strategies they use to
attain them (Bandura, 1997). Therefore, effectively managing classrooms in order for
students to learn is a goal shared amongst teachers, and it is logical that teachers who
hold strong beliefs in their abilities to manage behavior (high self-efficacy), have had
previous success or mastery experiences, and thus report frequent use of strategies that
are effective. This is evidenced in the results as the teachers with higher classroom
management self-efficacy reported more frequent implementation of evidence-based
classroom management strategies than those with lower self-efficacy. In addition,
classroom management self-efficacy was found to significantly differ by the amount of
behavior training participants reported they had previously received. Teachers who
reported only receiving a little or a moderate amount of behavior training demonstrated
significantly less classroom management self-efficacy than those who had received a
great deal of training. This indicates that teachers who received more behavior training
reported higher classroom management self-efficacy, and higher classroom management
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self-efficacy predicted higher levels of implementation of classroom management
practices.
Emotional exhaustion was not found to significantly predict implementation
status. This is contrary to the hypothesis and to preliminary correlational analyses that
demonstrated a significant negative correlation between emotional exhaustion and
implementation status. A potential explanation of this finding may be understood through
the self-efficacy variable. Overall, self-efficacy was moderately high for the sample and
previous research indicates that self-efficacy can act as a moderator on burnout. For
example, Dicke et al. (2014) demonstrated that self-efficacy in classroom management
predicted emotional exhaustion via classroom disturbances only when self-efficacy was
low. Thus, only when self-efficacy was low did emotional exhaustion develop as a result
of the stressor. It is possible that teachers who experienced higher levels of emotional
exhaustion did not report lower implementation status due to generally acceptable levels
of self-efficacy. Self-efficacy may have acted as a protective factor against this outcome
as none of the teachers in this study identified as having low self-efficacy, but six
participants identified as having high emotional exhaustion. This relationship was
explored in the third primary research question; however, the results were insignificant
and self-efficacy was not found to moderate the strength of the relationship between
emotional exhaustion and implementation status as hypothesized.
Another potential explanation for this finding is that there may not be a linear
relationship between experienced levels of emotional exhaustion and implementation
status; rather, there may be a critical point of emotional exhaustion that once reached then
influences teachers’ implementation status. In the current study when emotional
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exhaustion was grouped into low, medium/low, medium/high, and high ranges of scores,
there was a significant difference found in implementation status where teachers who
reported the highest ranges of emotional exhaustion reported lower implementation than
participants across all other ranges of emotional exhaustion. In addition, there was no
significant difference found between the lower levels of emotional exhaustion (i.e., lowmedium/low, medium/low-medium/high). This suggests that differences in
implementation status were only identified when emotional exhaustion was high. Despite
null findings from regression analyses, the exploratory analysis in this study provide
preliminary evidence that there may be a significant relationship between teachers’
emotional exhaustion and their self-reported implementation status; however, further
research is needed to understand the exact nature of this relationship.
These findings regarding implementation status have several important
implications. First, it suggests the importance of researchers, schools, and consultants
working with teachers on implementing classroom management practices to consider the
constructs of teacher self-efficacy and burnout as factors that may help or hinder
implementation. This finding suggests that ongoing training and professional
development in classroom management, beyond teacher training programs, is essential in
preparing teachers to effectively manage this aspect of their job and feel successful.
Schools could potentially increase teacher’s implementation of evidence-based behavior
management practices by providing additional professional development opportunities
specific to classroom management and ensuring that their teachers feel supported by their
administrators in this area specifically. These feelings of success and support would then
likely lead to increased self-efficacy and decreased burnout.
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In addition, this finding provides initial support for a cyclical relationship between
student behavior and teacher burnout. When teachers were high in emotional exhaustion,
the primary component of burnout, they identified as implementing the evidence-based
behavior management practices less frequently. Previous research has shown that lower
rates of implementing classroom management practices are associated with lower student
engagement and lower achievement, which is likely to cause more problem behaviors
from students (Gage et al., 2018; Madigan et al., 2016). In addition, when teachers are
trying to manage behavior but experience failure through increased challenging behavior
and lower academic achievement, they are likely to experience reductions in their selfefficacy which make them more at risk of developing burnout (Bandura, 1997; Brouwers
& Tomic, 2000). This finding highlights the importance of disrupting the cycle between
burnout and student behavior and suggests that schools can proactively address burnout
through targeting self-efficacy (Brouwers & Tomic, 2000).
Perceived Importance
Perceived importance of evidence-based behavior management practices was the
second outcome variable of interest. Perceived importance provides an indicator of
teachers’ perceptions of and willingness to engage with the practices, and perceived
importance has been shown to be associated with subsequent implementation (Heo et al.,
2014). Several variables were examined in relation to perceived importance including
looking at differences by participant characteristics through ANOVA, and correlational
analyses of all key variables. Overall, ratings of perceived importance were generally
high among teachers, and there was little variance in their ratings. There were no
significant differences found in perceived importance by participant characteristics.
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Significant correlational analyses showed that perceived importance was negatively
correlated with the burnout component of depersonalization, and positively correlated
with implementation status, the burnout component of personal accomplishment, and the
self-efficacy subscales of classroom management and student engagement, with the
strongest relationship shown with student engagement self-efficacy.
Multiple linear regression was used to analyze the fourth and fifth research
questions which examined whether self-efficacy and the burnout component of emotional
exhaustion predicted participants perceived importance of evidence-based behavior
management practices. The results of the linear regression showed that neither selfefficacy nor emotional exhaustion significantly predicted teacher perceptions of
importance. Further analyses of the self-efficacy subscales and the remaining burnout
components also did not demonstrate a significant predictive relationship with
perceptions of importance. While none of the independent variables demonstrated
significance, the regression model was significant indicating that the variables together
had predictive power related to perceived importance of the evidence-based behavior
management practices. Therefore, these findings failed to support the hypothesis that
self-efficacy and emotional exhaustion would have a unique predictive relationship as
suggested by previous research (Brouwers, & Tomic, 2002; Guskey, 1987). This finding
in part can likely be explained by the studies design limitations, specifically the small
sample size. A power analysis was conducted prior to the study in order to determine
appropriate sample size, however the power analysis was based off of estimated effect
sizes. A post hoc power analysis was conducted using effect sizes gained from the
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regression models and showed that for these research questions the study lacked
sufficient power and required a larger sample size.
Additional exploratory ANOVA’s were conducted to determine if there were any
differences in perceived importance by various teacher levels of experienced self-efficacy
and emotional exhaustion. The results showed that perceived importance did not differ by
teachers’ emotional exhaustion scores, but a difference was found by teachers’ selfefficacy scores. These findings suggest that teachers who have stronger beliefs in their
abilities (high self-efficacy) recognize the importance of evidence-based behavior
management practices more than those with weaker self-efficacy beliefs. This is a
contribution to the literature, as limited previous research has only identified a connection
generally between self-efficacy and burnout, and attitudes towards new instructional
practices (Evers et al., 2002; Guskey, 1987). These findings also further indicate that the
results of the regression analyses were likely limited by the sample size. As this study
provides preliminary evidence that a relationship exists between self-efficacy and
perceptions of importance, a larger and more diverse sample that captures the complete
range of self-efficacy is needed to determine if a predictive relationship exists as was
hypothesized in the current study.
The finding that emotional exhaustion did not predict perceived importance did
not align with previous research. Evers, Brouwers, and Tomic (2002) had previously
demonstrated that teachers with higher emotional exhaustion demonstrated more negative
attitudes towards new instructional practices. This finding can potentially be explained by
the difference in how the attitudes were measured. In their study, negative attitudes were
defined as attitudes towards usefulness and effectiveness of the intervention. Another
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important difference is that the current study assessed perceptions of importance for 27
evidence-based behavior management practices, whereas their study assessed attitudes
towards one intervention. More research is needed in this area to better understand this
relationship.
The findings regarding perceived importance have several implications. Primarily,
these findings indicate that teachers generally viewed the evidence-based behavior
management practices as important. This is potentially important information for
consultants who work to support teachers with classroom management. As previously
reviewed, historically teachers have many challenges with classroom management
(Briere et al., 2015), however this finding suggests that challenges experienced are not
due to a lack of understanding the importance of evidence-based practices. In addition,
this finding suggests that perceived importance may not be an optimal variable of study
due to the little variation in responses from participants. Thus, perceived importance may
not be the most practically useful variable of in terms of ultimately supporting teachers.
Future studies that examine implementation status of behavior management practices
may want to instead focus on other variables such as teachers perceived difficulty with
implementation or perceptions of effectiveness of the practices.
In summary, implementation status was found to be significantly predicted by
classroom management self-efficacy and was found to significantly differ by various
levels of emotional exhaustion and self-efficacy. In addition, perceived importance was
found to differ only by levels of teacher’s self-efficacy, and the regression analyses
lacked the sufficient power to identify significant predictors. Overall, these findings
highlight the importance of self-efficacy for teachers in their perceptions of importance
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and self-reported implementation status of evidence-based behavior management
practices. Self-efficacy is a malleable teacher characteristic, and Social Cognitive Theory
provides strategies for addressing and targeting this variable. These findings indicate that
measuring teacher self-efficacy may be useful for schools as they work towards
supporting teachers with classroom management. In addition, as a direct relationship has
been shown in previous literature between self-efficacy and burnout or emotional
exhaustion (Shoji et al., 2015) schools may be able to proactively prevent burnout by
addressing self-efficacy.
Qualitative Findings
Eleven teachers volunteered to participate in an interview on their ideas about
burnout, self-efficacy, and classroom management. Participants ranged from preschool to
high school teachers with a range in teaching experience spanning 2 to 25 years. The
subsample of interview participants was very similar to the overall study sample in terms
of scores on all key variable as they were within one standard deviation of the total
sample scores. Overall, teachers generated many ideas in response to questions about
burnout, self-efficacy, classroom management, and how schools can support teachers. In
some areas, teachers held consistent beliefs and ideas, and in other areas there was more
variability from teacher to teacher.
The first question aimed to understand what may contribute to participants
emotional exhaustion by asking specifically what contributes to their feelings of stress
and fatigue. From the participants responses three themes were identified. Participants
reported that job demands, feeling limited support, and personal stress were significant
sources of stress and fatigue. In terms of job demands, three subthemes were identified.
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They discussed stress related to student academics, behavior, and general stress from the
multitude of demands that come from their multifaceted job. When teachers discussed
feeling unsupported, they mainly referenced support by parents and administrators.
Personal stress was also discussed but by a smaller number of participants and included
such ideas as divorce.
These findings are very consistent with previous research. In their meta-analysis,
Montgomery and Rupp (2005) identified that the strongest predictors of burnout were
workload, school structure, and student behavior, and Skaalvik and Skaalvik (2011)
found that time pressure and discipline problems were predictive specifically of
emotional exhaustion. In addition, Grayson and Alvarez (2007) found that emotional
exhaustion was closely associated with limited parent and community support, and that
administrative support was associated with burnout, but identified it as most predictive of
feelings of depersonalization. Personal stress was not identified in previous literature as
directly related to burnout because burnout is most commonly measured with questions
that specifically focus on the work environment. Overall, these themes indicate there are
many sources of stress for teachers, and teachers often feel overwhelmed and un
supported. Teachers need more support to be able to appropriately balance all of their
work demands and take care of themselves in order to prevent serious stress and fatigue
that can result in burnout. The findings from this interview provide suggestions of
concrete way to support teachers. Promoting self-care, collaboration, and teacher
appreciation were identified as extremely important ways that schools can support
teachers with chronic stress and fatigue.
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The second question aimed to understand what may contribute to participants
feelings of depersonalization by asking specifically what contributes to their attitudes
towards students and teaching. From the participant responses three themes were
identified: challenging student behavior, teacher student relationships, and student
growth. Challenging student behavior was identified as a factor that contributed to
several teachers’ negative attitudes. They expressed frustration of trying to teach with
difficult behavior, and not feeling supported by administration in response to behavior.
This finding aligns with previous research as student behavior is thought to be one of the
most significant factors in burnout development. A meta-analysis on student behavior has
shown that it is positively correlated to all three dimensions of burnout (Aloe, Shisler et
al., 2014). Specifically, Hastings and Bham (2003) found that student disrespect and lack
of sociability predicted emotional exhaustion and depersonalization. In addition,
Shackleton (2019) found that lack of administrative support with behavior management
significantly contributed to teachers’ burnout development.
While student behavior was shown to contribute towards negative attitudes,
teachers identified that student-teacher relationships and student growth supported
positive attitudes towards students and teaching. These findings also align with previous
research. Grayson and Alvarez (2007) found that teachers with positive student
relationships demonstrated lower depersonalization. The idea of student growth
contributing towards positive attitudes aligns with Social Cognitive Theory as teachers
who see more student growth will likely feel more successful and develop increased selfefficacy, which can act a protective factor against burnout (Bandura, 1997; Chwalisz, et
al., 1992). Findings from this question indicate how much teachers care about their

124

students through their relationships and through supporting their growth. Teachers not
only care about their students but are reinforced by these relationships and by their
students’ successes. This again highlights the importance and the need for schools and
communities to acknowledge the successes that teachers experience in order to promote
positive attitudes and self-efficacy.
The third question aimed to understand what may contribute to participants
personal accomplishment by asking specifically what contributes to their feelings of
effectiveness in teaching. Three themes were identified from the participants responses;
two themes were identified as barriers to effectiveness and one theme as contributing to
effectiveness. The barriers identified included the theme of student home life and general
student level factors such as motivation, and behavior. These findings align with previous
research as described above that lack of parent and community support contribute to
burnout (Grayson & Alvarez, 2007), along with student components such as behavior
(Abel & Sewell, 2001; Aloe, Shisler et al., 2014). Clear expectations were identified as
the third theme and as a factor the promoted feelings of personal accomplishment or
effectiveness. This finding also aligns with previous research as Grayson and Alvarez
(2007) found that teachers who had clear sets of rules for students demonstrated higher
personal accomplishment. These findings indicate the importance of behavior
management for personal accomplishment. Clear expectations and communicating with
families were both identified by the interview participants as important behavior
management strategies. Therefore, the findings from this question again reinforce that
supporting teachers with the implementation of behavior management practices may
serve to indirectly prevent teacher burnout.
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The fourth question asked interview participants how they think stress and fatigue
affect student behavior management. Two themes were identified from the participant
responses: limits effectiveness and teachers adapt expectations. The first theme is that
stress and fatigue limit effectiveness and includes two subthemes: limiting teachers’
tolerance and limiting strategies they use to manage behavior. This finding aligns with
previous research that has shown that teachers who are experiencing high levels of
emotional exhaustion and depersonalization rely more on harsh reprimands, punitive
measures, and have more negative interactions with students (Bibou-Nakou et al., 1999;
Reinke et al., 2013). This is also supported by the current study as teachers with higher
emotional exhaustion reported lower implementation of evidence-based behavior
management practices. The second theme identified is that some teachers reported they
adjust their expectations in response to stress and fatigue with behavior management.
This also aligns with previous research that has shown that higher burnout is associated
with higher levels of emotion focused coping (Chwalisz et al., 1992). Emotion focused
coping is when individuals manage emotions that result from the event rather managing
the event itself. Therefore, by adjusting the expectations for students when trying to
manage behavior, it may allow teachers to reduce feelings of threat or stress.
The findings from this question also provides support for the cyclical nature of the
relationship between student behavior and burnout. Overall teachers feel less effective
when they are chronically stressed and fatigued, and research has shown that more
reactive and punitive measures resulted in higher levels of burnout and student
disruptions (Bibou-Nakou et al., 1999; Gage et al., 2018). With high stress and fatigue
teachers begin to feel less efficacious and become uncertain of strategies to use.
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Therefore, this question reinforces the importance of supporting teachers with classroom
management, and it is important to consider how stress, fatigue, and self-efficacy may be
influencing their difficulties and the subsequent level of support required.
The fifth interview question asked participants how they think stress and fatigue
affect their ability to adopt new strategies to manage student behavior. Three themes were
identified from the participant responses and they were somewhat mixed. Some
participants identified that stress and fatigue can increase difficulty with implementation
and attitudes of resistance, while other participants identified that it can increase
openness to implementation due to the need for help. One teacher gave a little insight into
their experience and stated that their openness depended on the level of support they
perceived they would receive related to the intervention. Limited previous research was
found on this subject; however, previous research has shown that high levels of emotional
exhaustion were associated with lower adherence of implementation to a novel behavior
management intervention (Gaitan, 2009). The results can also be potentially explained
through the variable of self-efficacy. That is if participants have higher self-efficacy, they
are more likely to be open to novel ideas (Guskey, 1987). Additional research may be
helpful in understanding the different factors that relate to teacher’s openness and
resistance with implementation of novel interventions. In addition, the findings from this
question indicate that when working with teachers to support classroom management,
individual consultation may be helpful in order to better understand teachers’ unique
experiences and needs.
The sixth interview question asked participants what are the most common
strategies they use for behavior management. Two themes were identified from the
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participant responses with one theme including six subthemes. The first theme identified
that some participants use consequences to manage student behavior. These are strategies
teachers use after a behavior has happened such as loss of privileges, timeouts, and
reflecting with students. The second theme identified that many teachers rely on
preventative strategies. These are strategies teachers use before behaviors happen in order
to prevent them from occurring. This theme included six subthemes and the ideas of
using environmental strategies (i.e., physical layout, placement of students), having clear
expectations that are explicitly taught, teaching social emotional skills, using positive
reinforcement for good behaviors, building positive student teacher relationships, and
maintaining home school communication. Many of the strategies identified are aligned
with the evidence-based practices measured in the current study, but some differences
were noted. One difference between the interview participants’ reported strategies and the
strategies assessed in the survey relate to the use of instructional strategies as a behavior
management tool. In the survey this included ideas such as varying modes of instruction,
maximizing academic success by adapting curriculum to individual student levels, and
maintaining high levels of opportunities to respond. The interview participants therefore
did not identify instructional strategies as main components of behavior management, and
this suggests that teachers may not be aware of the importance of their instructional
strategies on managing behavior. In addition, some teachers identified strategies that
were not included in the evidence-based behavior management survey such as home
school communication, teaching social emotional skills, and building positive studentteacher relationships. Overall, these findings highlight the use of both direct behavior
management strategies and indirect behavior management strategies that are most often
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associated with the broader construct of school climate (Grayson & Alvarez, 2007). In
addition, it shows that these teachers largely rely on strategies that have been shown in
previous research to be effective and aligns with the finding that teachers found the
evidence-based practices in the survey to be highly important.
The seventh interview question asked participants what additional supports would
help them with classroom management. Five themes were identified from the participant
responses. Their ideas included more professional development, more resources for
supporting student behavior and social emotional learning, more adult support in their
classrooms, more administrative support, and logistical resources such as organizational
and material resources. These ideas align with much of the previous research discussed.
As shown in the current study, professional development in classroom management is
directly associated with classroom management self-efficacy and implementation of
evidence-based practices. In addition, their ideas align with many of the aforementioned
sources of stress and therefore indicate that providing supports in these areas could likely
reduce feelings of stress, reduce likelihood of burnout development, and increase feelings
of success and self-efficacy (Chwalisz et al., 1992; Montgomery & Rupp, 2005).
The last interview question asked participants how they think schools can support
teachers who are struggling with chronic feelings of stress and fatigue. Three themes
were developed from the participant responses and included the ideas of creating
supportive communities, providing more professional development, and providing
additional staffing. The theme supportive communities included three subthemes.
Participants discussed how they think it would be helpful to have more time to connect
and collaborate with their colleagues, how they would like a school culture that
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emphasizes self-care, and greater appreciation for their work. These findings align with
previous research on sources of stress for teachers. Previous research has shown that
teachers experience less stress when there is good communication and strong collegiality
among staff (Klassen, 2010). Professional development as discussed above has also been
shown to increase self-efficacy (Tschannen-Moran & McMaster, 2009), which acts as a
protective factor to the experiences of stress (Schwarzer & Hallum, 2008). Providing
additional staff can also be understood through the significant stressor of workload, and
with more staff and support workload can potentially be reduced with more time
available for things like basic self-care (time for using the bathroom, eating lunch, taking
a break when needed, etc.), collaboration, and planning. The findings from this question
and previous research indicate that addressing and ameliorating these sources of stress
may be crucial in supporting teachers with chronic stress and fatigue and preventing
burnout development. Previous research has examined interventions for burnout with
minimal success indicating the importance of addressing stressors before burnout
develops (Iancu et al., 2018). Some success in treating burnout has been found with
cognitive behavioral approaches, mindfulness/meditation, and social support; however,
effect sizes are generally small, and the interventions do not demonstrate effects with all
three components of burnout (Iancu et al., 2018). Interview participants have identified
several key areas schools can focus on to support teachers, and these ideas align with key
identified sources of stress in the daily life of teachers.
Several ideas came up multiple times in participants responses across the
interview questions. Student behavior was mentioned as a source of stress that influences
fatigue and cynicism, and as a barrier to personal accomplishment. This finding aligns
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with previous research as student behavior has been identified to be associated with all
three components of burnout (Aloe, Shisler et al., 2014). The code student behavior only
came up seven times; however, teachers discussed several other factors that are directly
related to student behavior (i.e., the ideas of administration, social emotional learning,
clear expectations, student home life, student teacher relationships, additional adult
support, and professional development). Administrative support was identified by
teachers as something they would like in order to support behavior management.
Administration also came up as a source of stress and as a factor influencing negative
attitudes when teachers do not feel supported by administration with behavior. Clear
expectations for students came up as both a factor promoting personal accomplishment
and as a behavior management strategy. Social emotional learning came up as both a
behavior management strategy and as an area where teachers want more resources.
Building positive relationships with students came up as a factor that prevents cynicism
and as a behavior management strategy. Student home life came up as a barrier to
personal accomplishment, as a source of stress when teachers do not feel supported by
parents, and as a behavior management strategy by communicating with families.
Teachers also identified wanting professional development and additional adult support
as methods to support behavior management, and as something schools can do to support
teachers struggling with chronic stress and fatigue. Teachers who participated in the
interview identified several important organizational factors critical to addressing teacher
stress and burnout, many of which are directly tied to student behavior and classroom
management. This indicates that challenging student behavior is a significant source of
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stress, and organizational factors that impede or promote the process of effectively
managing behavior are also viewed as contributors to self-efficacy and burnout.
Taken together the findings from the quantitative and qualitative analyses have
provided several important implications for practitioners and researchers. Broadly, these
preliminary findings indicate a relationship between the variables of self-efficacy,
burnout, and perceptions of importance and implementation status of evidence-based
behavior management practices. More research is needed in these areas to validate these
findings, and to better understand the exact nature of these relationships. In addition,
teachers provided several important ideas on factors associated with their experience of
burnout, and how chronic feelings of stress and fatigue influence behavior management,
and adoption of new interventions. They also identified several areas that schools can
focus on in order to support teachers with classroom management, and support teachers
struggling with chronic feelings of stress and fatigue. Overall, this study indicates several
areas that can potentially be targeted in schools to promote teacher’s classroom
management and self-efficacy, and proactively prevent teacher burnout development.
Limitations
When interpreting the results of this study, it is important to acknowledge the
limitations that exist within the study design, measurement, and analysis. In terms of the
design, three primary limitations were present. The first is that data collection did not
happen until late spring and most responses were collected in May. This is historically a
very busy and stressful time of the year for teachers and schools as the year is coming to
an end. Data collection occurring during this potentially high stress time may have
influenced participants ratings of self-efficacy and burnout. However, due to the high
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stress nature of the end of the year this may also be a particularly important time to assess
these variables in order to understand teacher experiences. Future research could examine
burnout and self-efficacy at several time points across a school year using a longitudinal
design in order to better understand how time of year may influence teachers experience
with these variables. This is an area that is emphasized in the most recent MBI manual as
an important direction for future research (Maslach et al., 2010).
Secondly, the sample size was relatively small and lacked sufficient power for
three of the regression analyses. A priori power analyses were conducted with estimated
effect sizes which indicated a sample size of 64 participants. A total of 85 participants
responded to the survey which is a typical response rate of 54% (Baruch & Holtom,
2008), however only 64 participants had complete data. Post hoc power analyses using
the actual effect sizes gained form the analyses indicated that a sample size of 70
participants was required for the three regression models to have sufficient power. Lastly,
data was only collected from one rural district and thus findings should not be
generalized. The district was selected as it was the place of employment of the researcher.
This allowed the researcher to have an insider position which opened possibilities for
interviews and measurement of the difficult and emotionally charged concepts of selfefficacy and burnout. In addition, by studying these concepts in the district of their
employment this provided the researcher the opportunity to work closely with district in
sharing the study findings and implications.
In terms of measurement, three limitations were identified. The primary
limitation is that the survey relied on self-report data, and self-report data can be
unreliable (Stone et al., 1999). Participants can either intentionally or unintentionally
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provide inaccurate responses. This can be due to inaccurately recalling their experiences
or wanting to present themselves in a certain way. In this study participants were asked to
rate their perceptions of importance and how frequently they implemented evidencebased behavior management practices. It may have been difficult to accurately identify
how frequently they implement the strategies, and or participants may have wanted to
present themselves in a positive manner and identified the practices as more important
and more frequently implemented than is accurate. This is also possible with the selfefficacy and burnout measures. These measures ask questions about sensitive topics and
it may have influenced how teachers answered. It is impossible to know how much the
data may have been influenced by inaccurate responses. While this is a limitation of this
study, self-report measures were selected due to previous research on these variables that
have used similar methodology, and for feasibility of assessing these variables in a large
group of teachers. The measures of burnout and self-efficacy were chosen because of
their widespread use, and strong psychometric properties. Survey research is the
predominant methodology used in the study of burnout and self-efficacy (Maslach et al.,
2010; Tschannen-Moran & Woolfok Hoy, 2001). In terms of the behavior management
practices, a self-report measure was created due to the exploratory nature of this study. In
addition, previous research has shown that both perceived importance and self-reported
implementation are associated with actual implementation practices (Clunies-Ross et al.,
2008; Heo et al., 2014).
The second measurement limitation is with the evidence-based behavior survey.
There was not an existing measure that captured a comprehensive list of evidence-based
behavior management practices; therefore, a survey was created from two existing
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sources (i.e., the Institute of Educational Science practice guide, and the classroom
management self-assessment tool). In addition, the construction of the survey was
modeled after the self-assessment survey used to evaluate PBIS implementation (Sugai
et al., 2000). While the survey demonstrated acceptable internal consistency reliability,
some participants provided feedback that some of the questions were confusing.
Specifically, they identified that question 7a “Promote academic success: Academic
success rate matches level of learning (70-80% for early learners)” was difficult to
understand. Therefore, participants responses to this question may have been inaccurate
and more research with this type of scale is needed to understand its utility.
Third, some participants reported that the response options of the Teacher Sense
of Efficacy Scale were confusing. A few participants provided feedback and said that
they got frustrated, and as the self-efficacy measure was the first measure in the overall
survey it is believed this contributed to some participants not completing this survey. In
response to this feedback, the researcher talked with those participants and explained how
the response options fit with the questions. It is unclear if these participants returned to
complete the survey.
In terms of data analyses there was one identified limitation. With the qualitative
data analysis only one researcher reviewed, coded, and determined themes within the
data. Typically, in qualitative analyses it is best practices to have multiple raters cross
checking coding strategies, and interpretation of data in order to substantiate validity
(Barbour, 2001). While this was a limitation in this study, steps were taken in order to
address this through triangulation. Triangulation is the process of validating information
through the convergence of information from multiple sources, and in this case, this
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included a comprehensive review of previous research, and cross checks between the
qualitative and quantitative data (Cresswell & Clark, 2017).
Future Directions
There are many potential next steps in response to the results of this study.
Many of the next steps can be understood as addressing limitations identified in the
study. However, next steps can also be understood as what would be optimal in the study
of these variables in the future. While the findings from this research provided
preliminary evidence of a relationship between self-efficacy, emotional exhaustion, and
teachers perceptions and self-reported implementation status of evidence-based behavior
management practices, future research should first replicate these findings in a larger and
more diverse sample to allow for enhanced understanding and generalization of results.
Second, the current study could also be extended upon by assessing the same variables at
multiple time points throughout the year to better understand how time of year and
demands that are associated may impact self-efficacy, burnout, and classroom
management and to better understand how the development of these variables may
change over time. Third, in order to address limitations of self-report, future research
could use both survey and observation of teacher implementation of the behavior
management practices which may allow for a clearer determination of the relationship of
these variables. Observational methods are not without their own challenges and
limitations, but a combination of methods can serve to enhance our understanding of
these complex phenomena as was demonstrated in the current mixed-methods
investigation.
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There are several ways in which the study of these variables could be enhanced
beyond replication and addressing limitations. First, perceived importance of specific
evidence-based behavior management strategies did not appear to provide the most useful
information related to implementation, and other variables may be more appropriate to
examine in relation with implementation status. Other potentially informative variables to
consider include perceived difficulty of intervention implementation, or perceptions
related to likelihood of effectiveness (Guskey, 1987; Sanetti & Kratochwill, 2009). In
addition, an important next step would be to explore other response options related to
implementation status. For example, it may be more informative to measure frequency of
implementation (i.e. daily, weekly) versus general status of implementation as was done
in the current study (i.e., fully or partially in place). Future research could also examine
these variables experimentally. For example, self-efficacy and burnout among teachers,
in addition to their implementation of evidence-based practices, could be considered as
pre and post measures in studies evaluating professional development or any student or
teacher focused behavioral intervention. Or more broadly, as previous research on
addressing burnout through relaxation methods has been somewhat limited, experimental
research could target building teacher capacity to manage identified stressors or building
self-efficacy and measure the resulting influence on teachers experience with burnout.
Lastly, the qualitative findings from this study indicate areas that could benefit
from future qualitative and quantitative research. In terms of qualitative analyses, it may
be more informative to narrow the participant pool in order to gain a more in depth
understanding of unique teacher experiences. In this study participants ranged from
preschool to high school teachers, and their experiences with behavior management and
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sources of strain were different. Future researchers may consider conducting qualitative
analyses at the school level, rather than across an entire district, as this may provide the
most useful information for a school administration to then target and address themes
identified. In addition, teachers identified that stress and fatigue can either increase
openness or resistance to adopting new strategies. Both quantitative and qualitative
research could aim to understand what factors are necessary that promote openness
versus resistance to implementing novel interventions. Lastly, teachers identified several
factors that they believe would help with classroom management. Future research could
survey teachers with the identified components to understand which factors teachers
indicate as most important in helping them with classroom management. This same
approach could be applied to the qualitative question regarding how schools can support
teachers with stress and fatigue. Teachers could be surveyed on the identified
components and rank them in terms of priority. These findings can fuel the experimental
research proposed above and serve as suggestions for teachers and administrators to
incorporate into their practice.
Conclusion
The purpose of this mixed-methods study was to evaluate the relationship
between teacher experienced levels of burnout and self-efficacy, and the self-reported
implementation status and perceived importance of evidence-based behavior management
practices. This study provided preliminary findings of a relationship between selfefficacy, burnout, perceptions of importance, and implementation status of evidencebased behavior management practices. Through using a mixed-methods approach this
study was able to determine patterns and relationships within these variables, and to gain
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the unique perspectives of teachers. The results demonstrated preliminary support for a
relationship between self-efficacy, burnout, and the outcome variables of perceived
importance and implementation status. In addition, teachers identified several factors that
are associated with burnout and classroom management and indicated an overall need for
more support with behavior management. The study findings provided several important
implications. Primarily, it suggests that future researchers, and practitioners should
consider the constructs of burnout and self-efficacy when studying and supporting
teacher implementation of classroom management. Secondly, as burnout has been
identified as a global problem in education with vast consequences, teachers’ qualitative
responses in this study indicate several areas that can be potentially targeted. Future
research should aim to replicate these findings in a more diverse sample and should
experimentally explore targeting teachers’ sources of stress through building self-efficacy
and their capacity to manage the stressors as a potential method to prevent teachers’
experiences of burnout.
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Online Survey Consent Form
You are being invited to participate in a research study to learn about teacher burnout,
self-efficacy, and classroom management. You are being asked to participate in this
research project so that we can learn about how different experiences with burnout and
self-efficacy influence classroom management and help better understand the areas where
teachers need support. This study is being done by Autumn Johnson from the University
of Massachusetts Amherst. You are being invited to participate in this study because you
work as a teacher in Greenfield Public Schools.
If you agree to take part in this study, you will be asked to complete an online survey.
This survey will ask you about your burnout and self-efficacy related to teaching, as well
as the status of implementation and perceived importance of various classroom
management practices. You can skip any questions that you do not wish to answer or stop
participating in this research project at any time. It will take you approximately 15-20
minutes to complete the survey.
Although you may not directly benefit from this research, we hope that your participation
in this study will provide insight into the areas where teachers need more support in terms
of burnout, self-efficacy, and classroom management. Also, if you participate in the study
you will have an option to enter your email address to be entered into a raffle to win a
$15.00 gift card to Shelburne Falls Coffee Roasters. There will be two winners per
school.
We believe there are no known risks associated with your participation in this study. You
will not be required to give your name at any point during this survey. All of the
information collected will be completely confidential and cannot be traced back to you.
After all of the teachers who want to participate have taken the survey, the responses will
be combined and shared with your school administrators so that they can have feedback
about teacher’s level of burnout and self-efficacy within the district.
If you have any questions regarding this research study please contact either Autumn
Johnson (autjoh1@gpsk12.org), a doctoral student in School Psychology at the
University of Massachusetts Amherst or her advisor Dr. Sarah Fefer
(sfefer@educ.umass.edu), Assistant Professor in School Psychology at the University of
Massachusetts Amherst. If you have any concerns about your rights as a research
participant, you may contact the University of Massachusetts Amherst Human Research
Protection Office (HRPO) at (413) 545-3428 or at humansubjects@ora.umass.edu.
By clicking “I agree” below you are indicating that you are at least 18 years old, have
read this consent form and agree to participate in this research study.
Please keep a copy of this page for your records.

I Do Not
Agree

I Agree
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Teacher Online Survey
Section 1
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Section 2
Directions: Please indicate your opinion about each of the questions below by marking
any one of the nine responses in the columns on the right side, ranging from (1) “None at
all” to (9) “A great deal” as each represents a degree on the continuum. Please respond to
each of the questions by considering the combination of your current ability, resources,
and opportunity to do each of the following in your present position.
How often:
1 – None at all
2
3 – Very little
4
5 – Some degree

6
7 – Quite a bit
8
9 – A great deal

1. How much can you do to control disruptive behavior in the classroom?
1 2 3 4 5 6 7 8 9
2. How much can you do to motivate students who show low interest in school
work?
1 2 3 4 5 6 7 8 9
3. How much can you do to calm a student who is disruptive or noisy?
1 2 3 4 5 6 7 8 9
4. How much can you do to help your students value learning?
1 2 3 4 5 6 7 8 9
5. To what extent can you craft good questions for your students?
1 2 3 4 5 6 7 8 9
6. How much can you do to get children to follow classroom rules?
1 2 3 4 5 6 7 8 9
7. How much can you do to get students to believe they can do well in school work?
1 2 3 4 5 6 7 8 9
8. How well can you establish a classroom management system with each group of
students?
1 2 3 4 5 6 7 8 9
9. To what extent can you use a variety of assessment strategies?
1 2 3 4 5 6 7 8 9
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10. To what extent can you provide an alternative explanation or example when
students are confused?
1 2 3 4 5 6 7 8 9
11. How much can you assist families in helping their children do well in school?
1 2 3 4 5 6 7 8 9
12. How well can you implement alternative teaching strategies in your classroom?
1 2 3 4 5 6 7 8 9
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Section 3
Directions: For each item, please identify the current implementation status in your CLASSROOM by selecting In Place, Partial In
Place, or Not In Place. For each item, please identify the importance of the practice to your teaching by selecting High, Medium, or
Low.
Implementation

In place

Partial
in place

Not in
place

Effective Classroom Management Practices

Importance to teaching

Student Behavior Management Practice

High

1. Classroom behavioral expectations defined and
taught
2.a. Classroom routines defined and taught
2.b. Signal established for obtaining class attention
3. Self-management routines for students
established
4.a. Positive environment established: Positive
comments to every correction/negative
4.b. Positive environment established: First
comment is positive/ celebrations
5.a. Physical layout is functional: Classroom
activities have locations
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Medium

Low

5.b. Physical layout is functional: Teacher able to
monitor whole class
5.c. Physical layout is functional: Traffic patterns
established
6.a. Maximize academic engagement:
Opportunities for student responses (0.5/min)
6.b. Maximize academic engagement: Active
supervision
7.a. Promote academic success: Academic success
rate matches level of learning (70-80% for early
learners)
7.b. Promote academic success: Curricular
adaptations available to match student ability
8. Hierarchy for responses to problem behavior:
Do not ignore moderate/intense problem behavior
9. Vary modes of instruction

10. Concretely describe the behavior problem and
its effects on learning
11.a Observe and record the frequency of the
problem behavior
11.b. Observe and record the context of the
problem behavior
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12.a. Identify what prompts the problem behavior
12.b. Identify what reinforces the problem
behavior
13. Identify where students need explicit
instruction for appropriate behavior
14.A. Teach skills by providing examples
14.B. Teach skills by providing practice
14.C. Teach skills by providing feedback
15.a. Manage what happens after the behavior so
that reinforcers are provided for appropriate
behavior
15.b. Manage consequences so that reinforcers are
withheld for inappropriate behavior
16. Collaborate with other teachers for continued
guidance and support
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Interview Protocol

Script: When teachers experience chronic stress, they can develop a series of symptoms.
This can include emotional exhaustion where teachers are unable to physically and or
emotionally provide for student’s due to overwhelming feelings of fatigue and stress.
They can develop cynical attitudes towards students, parents, and the workplace. They
can also feel as though they are no longer contributing to their student’s development.
Question 1a. On a scale of 1-10 how fatigued and stressed do you feel, with 1 being not
stressed or fatigued and 10 being the extremely stressed and fatigued?
1b. What do you think contributes to this?
Question 2a. On a scale of 1-10 how would you rate your attitude toward teaching and
students with 1 being a positive attitude and 10 being a negative or cynical attitude.
2b. What do you think contributes to this?
Question 3a. On a scale of 1-10 how effective do you feel as a teacher in your ability to
contribute to your student’s development, with 1 being very effective and 10 being not
effective?
3a. What do you think contributes to this?
Question 4. Self-efficacy is the belief in one’s ability to achieve the goals they set for
themselves. How would you rate your self-efficacy on a scale of 1-10, with 1 being very
little self-efficacy and 10 being very self-efficacious?
Question 5a. How much do you think student behavior contributes to feelings of stress
and fatigue on a scale of 1-10, with 1 being none at all and 10 being a great deal?
5b. How do you think chronic feelings of fatigue and stress affect your ability to
manage student behavior?
Question 6a. How do you think chronic feelings of fatigue and stress affects your ability
to adopt new strategies to manage student behavior?
6b. What are the most common strategies you use for behavior management?
Question 7. What additional supports would help you with classroom management?
Question 8. How do you think schools can support teachers who are struggling with
chronic feelings of stress and fatigue?
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Qualitative Codes and Themes
Question

1b

Themes

Subthemes

Job Demands

Multifaceted Job
Challenging Student
Behavior
Student Academics

Limited Support

Personal Factors
No Theme
2b

Challenging
Student Behavior

Teacher Student
Relationships
Student Growth
No Theme

3b

Student Home Life
Student Level
Factors

Clear Expectations
for Students
No Theme
5b

Limits
Effectiveness

Limits Tolerance
Limits Strategies
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Codes
(Number of
references)
Multifaceted Job (2)
Time (2)
Student behavior (4)
Student Academics
(2)
Administration
Support (2)
Parent Support (2)
Adult Support (3)
Personal Factors (2)
Turnaround School
(1)
Student Behavior (2)
Administration
Response to Behavior
(3)
Student Relationships
(3)
Student Growth (4)
State of Public
Education (1)
Teaching as Noble
Pursuit (1)
Student Home Life
(4)
Student Motivation
(1)
Student Behavior (1)
Student Social
Dynamics (1)
Diverse Student
Needs (1)
Clear Expectations
(2)
Supports and
Resources (1)
Limits Tolerance (9)
Limits Strategies (5)

Adapt Expectations

Adapt Expectations
(3)
Does not affect
behavior
management
Increases Difficulty
(7)

No Theme

6a

6b

Increases Difficulty
With
Implementation
Increases
Resistance To
Implementation
Increases Openness
to Strategies
Student
Consequences

Increases Resistance
(4)
Increases Openness
(3)
Timeouts (4)
Loss of Privileges (1)
Reflecting with
Students (5)
Logical
Consequences (1)

Preventative
Strategies

Environmental
Strategies

Clear Expectations
for Students

Social Emotional
Learning
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Consequences
general (1)
Prevention (2)
Movement Breaks (1)
Fidgets (1)
Picking Battles with
Students (1)
Proximity to Students
(1)
Physical Layout of
Classroom (3)
Quiet Space in
Classroom (1)
Welcoming
Environment (1)
Clear Expectations
(1)
Teaching
Expectations (3)
Social Emotional
Learning (3)
Responsive
Classroom (2)

Positive
Reinforcement
Teacher Student
Relationships

Home School
Communication
No Theme

7

Professional
Development

Social Emotional
Learning and
Behavior Resources
Additional Adult
Support
Administrative
Support
Logistical
Resources

No Theme

8

Supportive
Communities

Teacher Connections
and Collaboration
Culture for Self-Care
Teacher
Appreciation
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Positive
Reinforcement (7)
Student Relationships
(4)
Teacher Reputation
(1)
Home School
Communication (2)
Additional Adult
Support (1)
Shaming (1)
Being Assertive (1)
Professional
development (4)
Stronger
Mentorships (1)
SEL Curriculum (1)
Personnel to Support
SEL and Behavior
(1)
Additional Adult
Support (4)
Administrative
Support (3)
Smaller Class Size
(1)
More Technology (1)
Size of Classroom (1)
Personal Time
During School Day
(1)
Home School
Partnerships (1)
Strict Consequences
for Student Behavior
(1)
Clear Expectations
(1)
Teacher Connection
and Collaboration(6)
Culture for Self-Care
(5)
Teacher Appreciation
(3)

Professional
Development

Professional
Development (3)
Stronger Mentorship
(1)
Additional Adult
Support (3)
Class Size (1)
Teacher Autonomy
(1)
School Reform (1)
Behavior Resources
(1)

Additional Adult
Support
No Theme
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